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ABSTRACT 
 This dissertation looks to explore the ways in which social actors make meaning about 
the role of English language policy in the current global and neoliberal context. My goal is to 
recognize how English language policy requirements are being created and implemented in Chile 
in effort to understand the larger social issue, which is tied to the global spread of English.  
In order to do this, I analyze the discourses used by teachers and students at a technical-
professional school in Chile, as they make sense of English and English language policy. Part of 
this analysis recognizes the language ideologies being indexed by these social actors, which 
speak to how we form our beliefs about language. In addition to examining participants’ voices, I 
also engage in critical discourse analysis so that I can identify the public discourses being 
disseminated by the media and the technical-professional institute, since these ideas could 
influence the way in which participants understand the role of English language policy in this 
neoliberal context. By using ethnography, I am able to gain multiple perspectives about this 
phenomenon in order to better understand how to amend the policy process. 
 As such, the findings of this study demonstrate that there are several steps that 
policymakers can take in order to create policy that applies to the lives and experiences of 
teachers and students. First, a student/teacher forum should be established so the voices of the 
people involved in the implementation of the policy are heard. Second, the current neoliberal 
curricular goals must be amended based on students’ needs. Lastly, English has to be 
reconceptualized according to the contexts and aspirations of students.   
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PREFACE 
 
 It is an unusually hot spring afternoon and I am jotting down fieldnotes from the class 
that I just observed under the shade of a tree in the center patio of the Manuel Montt campus. I 
have thirty minutes before my evening class begins, so I take out a snack as I write. As I am 
gulping down a sandwich, Paulo appears and plops himself down next to me and says, “Miss, 
can I bother you?” I respond with a smile as I swallow the last bit of sandwich still in my mouth 
and nod my head in affirmation. He smiles back, looks down at his hands and comments, 
“Well…I wanted to ask you for a favor. You see, I’m doing really bad in my class and…if you 
have time…would you mind helping me?” I touch his shoulder and try to be supportive when I 
say, “Of course, what’s going on?” Paulo puts the weight of his body on hands as he leans back 
and exclaims: 
I’m just so sick of it. The classes here are so intense that you can never know that much. 
For example, it’s OK that you have to know how to say, “Where is something?” But, the 
teacher says, “No, you have to say ‘it’s on the corner here’…blah blah”. Or they ask 
you, “How much does this cost” or “What color is this” and they give those things a lot 
of emphasis and I don’t think they are relevant topics to actually learn how to speak 
English. It’s not easy to learn the most basic parts of English and then they expect you to 
know something so specific…when are you going to use those things? And that old lady 
[his English teacher] gets mad at me when I tell her that (laughs). (P. Vasquez, personal 
communication, November 14, 2013) 
I nod my head and explain, “The teachers are just doing what they are told. They want you to do 
well on the quiz, which is based on the book.” Paulo rolls his eyes and says, “I know, but 
everything is so structured. They should do things that have more day-to-day significance than 
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teach this irrelevant stuff. Obviously, you have to learn the present and the past and all that stuff, 
but all that other shit…why? Why? Can you do something about it?” 
 The frustrations that Paulo expresses above are an illustration of the tensions that exist 
between policy, practice and students’ expectations. For Paulo, the content that the policy has 
required him to learn is arbitrary and the manner in which his teacher delivers the material only 
causes him to reject the class more. As such, he is doing poorly in his English class, yet he has 
the desire to learn, but he does not know where to turn to for help. Paulo’s situation is not unique 
and he was one of the many students who expressed a feeling of voicelessness in the English 
policy process at Instituto de Santiago (Santiago Institute).  
 This policy process began in 2001 at Santiago Institute, a technical-professional institute 
in Chile, with the goal of providing students access to a 21st century skill that administrators 
believed would be necessary for students’ futures. Sparked by the global spread of English, 
Santiago Institute took the lead in establishing a mandatory language policy that was based on 
market needs, leaving the voices of students and teachers out of the policy creation process, 
resulting in a curriculum that stemmed from a combination of European standards, an ETS exam, 
a textbook published by Oxford and the communicative approach to teaching. Through this 
curriculum, administrators were giving Santiago Institute students access to a skill they would 
normally have to pay much more for at a private institute, so it was seen as a way to equalize the 
playing field in regard to language learning in the country. 
 This vision for equity through language learning was further supported by the creation of 
Programa Inglés Abre Puertas (English Opens Doors Program) [PIAP] in 2003. Santiago 
Institute was no longer alone in its endeavor to teach English to students, because now PIAP was 
calling for all public schools to teach the language as a way to encourage equity and national and 
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economic competitiveness (Matear, 2008). As such, Chile was one of the many countries in 
South America to begin to promote English on a national scale through PIAP. The direct mission 
of the program was that all Chilean elementary and high school students pass a standardized 
listening and reading test by 2013 (10 years after the start of the program), which would 
ultimately result in a fully bilingual country in a generation (Rohter, 2004). English is seen as 
important for the future of Chile due to its status as the lingua franca, and therefore, this initiative 
created discourses that make the language a “must have” if students are to be prepared to work in 
a globalized market (Rohter, 2004).  
Now, all schools, regardless of location, are required to provide English as a course in 
elementary and high school. However, implementation of the different language policies that 
have been created as a result of this program have been difficult to implement. Social inequalities 
that are inherent in the Chilean education system have poured over into this area, resulting in 
drastic differences in English language learning between students who attend private schools and 
those who attend public, demonstrating the highly segregated society. This difference follows 
students throughout their academic careers and affects them when they enter higher education 
institutions, where English is also being required in order to graduate, as is the case at Santiago 
Institute. As a result, students enter into their college-level English courses after 8 years of 
instruction in elementary and high school with varying levels of the language, which is highly 
dependent on what type of school they went to. Therefore, English programs in these higher 
education institutes must try to adapt their objectives and teaching methods to account for these 
differences, but this has not proven to be an easy task. As such, English programs, like the one at 
Santiago Institute, must negotiate their objectives and methods with what they believe is 
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important – the needs of the market, with what students believe is important – their future goals 
and expectations. 
This dilemma is where the heart of this study is centered – in understanding the tensions 
between policy creation and implementation and how students make meaning of this policy 
process in their everyday lives based on their experiences and expectations. Acknowledging the 
discourses that these actors use and the language ideologies they index is also important in 
recognizing how ideas about the role of English become common sense in society. 
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CHAPTER 1. EXPLORING THE HEART OF THE PHENOMENON: THE INTERPLAY 
OF DISCOURSES AND LIVED EXPERIENCES IN A GLOBAL CONTEXT 
Inglés Abre Puertas…English Opens Doors. This phrase conjures a vision of opportunity 
and advancement with English being the key to open the door to such possibilities. Offering a 
message of hope, this phrase was utilized as the title of the 2003 Chilean English education 
initiative, Programa Inglés Abre Puertas (PIAP). As a result of this initiative, Chile had a sudden 
need for English teachers as schools, from elementary to higher education, were making English 
a compulsory part of the curriculum. Private headhunters began to emerge to recruit native-
English speaking teachers and offer placement in schools, which is how I was hired and became 
part of “advancing English in Chile1.” 
 Advancement. Equity. 21st Century Skills. These were the discourses being used at the 
welcome session by the headhunters as they explained our contribution towards PIAP goals 
through our participation as teachers. During the session, the headhunters explained to us that 
most people were being placed in working-class schools and institutes because those were spaces 
that did not previously have English as part of their curriculum and so they lacked the resources 
to implement the guidelines stipulated by PIAP. As a result, they stressed that we were a part of 
an equitable educational movement in Chile since we would be providing a service to working-
class students that was once only afforded to upper-class students. I was extremely excited about 
this opportunity and was eager to get to my site. 
 Difficult. Unmotivated. Get Them By. These were the discourses used by administrators 
and teachers giving the training session at Santiago Institute, the technical-professional institute I 
was placed in, warning us of the difficulties we would be facing in the classroom. Throughout 
                                                
1 This is the slogan that is used by a major headhunting company in Chile. 
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the training session we were shown Youtube videos that their students had posted of struggling 
English teachers in class as well as were told stories of the chaos we should expect from our 
future unmotivated students. In the end we were advised to let the students “just get by” since 
most would never use English in their future careers. Throughout this training I thought back… 
Inglés Abre Puertas…for whom? Apparently not for these students. Inglés Abre Puertas…To 
what? Failure, due to low expectations? It was at this moment that I was faced with the paradox 
between the goals and expectations of the policy (policy as a discourse) and the reality of the 
implementation process (policy as a practice). 
 For students, this contradiction is a part of their daily lives. They hear discourses about 
the opportunities and necessity to learn English in order to have a successful future, yet when 
they enter the classroom they are met with a reality that is not on par with achieving those ideals. 
The equity promised is somehow misplaced by embedded ideas that administrators and teachers 
have about these students, which are highly tied to the students’ social class and the careers they 
seek. It is here, through these contradictions, that I will take up my study – at the intersections of 
policy as a discourse and policy as a practice, social class, and the multiple discourses of English 
in a neoliberal and global context. 
 Using Santiago Institute, the technical-professional institute where I previously worked, 
as the setting, I will analyze these intersections not only as they come in contact with each other, 
but also as they veer away from each other. As a result, I undertook an ethnographic study in 
2013 in order to understand how language policy is understood and experienced by those 
creating, implementing and receiving English policy at Santiago Institute. Therefore, this 
ethnographic study provides a platform for the explanation of the following research questions:  
1) How is English portrayed to students on a daily basis?  
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1a) How is English represented in the media, in advertisements, and by Santiago 
Institute? 
2) What is the interplay between policy and practice at Santiago Institute? 
2a) How are English classrooms presented by Santiago Institute as an institution? 
(policy) 
2b) How is policy understood by teachers in their daily practices? (practice) 
 2c) How do teachers make sense of the contradictions of these representations 
  (policy as a discourse) and their experiences in English classes (policy as a 
 practice)? 
 3) How do students construct their beliefs about English? 
  3a) What are students’ experiences in relation to learning English? 
3b) How are discourses about English used to reproduce, rearticulate and/or 
contest language ideologies by students? 
3c) How do students perceive English in relation to their future aspirations? 
By examining these questions, I hope to touch upon theoretical issues regarding language 
ideologies, the relationship between structures and the cultural practices of students, as well as 
the continuation of educational inequity despite initiatives that try to remedy this. This study 
hopes to address and add to current theory regarding language ideologies and social reproduction 
by using ethnographic data as a source of tension. As a result, dichotomies will be avoided as I 
try to understand the contention that often lies at the heart of these issues. I will listen and 
attempt to make sense of how the different parties involved with language policy at Santiago 
Institute understand their experiences and aspirations in the midst of the contradictions that arise 
out of policy as a discourse and policy as a practice. 
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The significance of this study is located in the population being studied. Technical-
professional students currently make up 50% of the Chilean student body who move on to higher 
education (Meller & Brunner, 2009), yet there is no literature addressing language policy and 
student perceptions in relation to this population. Currently, the literature on perceptions and 
language policy in Chile addresses primary school and university settings through the eyes of 
teachers and administrators (Delicio Garrido, 2009; Matear, 2008; McKay, 2003; Menard-
Warwick, 2008), leaving room for further exploration. The extent that this literature does not 
address technical-professional institutes, makes this a pioneering study, not only due to its 
population, but also through its methodology. Focusing on this space and these individuals is of 
great importance, as understanding the experiences and perceptions that these participants have 
about language policy can support efforts to reimagine policy (which is often a one-size-fits-all 
model) in order to meet the specific needs of students, which may differ from students in other 
spaces (e.g. universities). This study reflects on how this policy is designed by administrators 
and is then put into practice by teachers, while also seeking to recognize how the students 
understand and make meaning of these compulsory English courses as they prepare for their 
futures.  
In order to do this, it is necessary to understand how English is portrayed on a daily basis 
in the public sphere2 as well as shed light on how the different parties at Santiago Institute 
experience and make meaning of policy creation and implementation. These aspects are 
important because the way in which English is presented in the public sphere can affect how 
administrators create policy, how teachers implement policy and how students perceive it, 
                                                
2 The public sphere is defined as “a realm of our social life in which something 
approaching public opinion can be formed” (Habermas, 1964/1974), where all citizens have 
access to assemble and debate issues dealing with society in order to form public opinion. 
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entangling each of these entities. In order to understand the intersection of these different parties, 
the chapters of this dissertation have been organized in way so that the congruency and the 
disconnection that occurs can be revealed. 
To begin with, Chapter 2 (“The Consciousness of Chileans Changed”: Understanding 
English in a Neoliberal and Global Era in Chile) explores the theoretical framework that works 
as the backbone of this dissertation. Neoliberalism, globalization, language ideologies and social 
reproduction are the major areas of focus as I attempt to see how these theories play out in my 
study. By looking at neoliberalism, I hope to construct the context in which my study takes 
place. Understanding this context will allow the reader to gain insight into how the political and 
cultural makeup of Chile has affected the education system and ultimately the implementation of 
English language policy in the country. From there I explore the global spread of English and 
how it is seen by scholars as well as the discourses and language ideologies that stem from this 
phenomenon. Language ideologies3 are maintained by discourses4 used by social actors and they 
can often be one in the same entity. This is an important theory to recognize because throughout 
this dissertation I look at how discourses are used to index language ideologies, which become 
part of the way in which society thinks about language, and in this case, English. Finally, I 
analyze social reproduction in effort to put the inequality in language learning into perspective. 
The deep social stratification of Chilean society has caused social reproduction to occur in 
schools, especially in regard to learning English, yet discourses are used to hide this. As such, 
many students are stuck in a system that reproduces poor results, but the story does not end there. 
                                                
3 Language ideologies refer to how certain meanings and ideas about language are 
adopted and reproduced in our everyday social interactions via discourses, creating a “mediating 
link between social structures and forms of talk” (Woolard & Schieffelin, 1994, p. 55). 
4 Discourse is defined in this dissertation as language in use, where discourses are made 
up of different forms of speech and semiotic practices that create and portray culture in the 
moment of interaction (Fairclough, 1992; Hill, 2005, 2008; Quinn, 2005). 
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For this dissertation, understanding social reproduction in light of agency is what is of great 
importance, so that emphasis will be put on how the participants make meaning of their language 
learning experiences, which may result in cultural production. Acknowledging these different 
theoretical frameworks allows the reader to understand the lenses I am utilizing to approach this 
study, because these lenses affect my interpretations of the data I collected and the analysis that I 
conducted. 
To better understand these interpretations and the analysis, identifying why I chose to do 
an ethnography as well as the different tools I used while enacting my study is necessary. As 
such, Chapter 3 (Methodology and Procedures: Ethnography as a Snapshot of a Global Issue) 
goes into detail about the specific procedures of my study. First, I explain my rationale behind 
choosing ethnography as my principle methodology and I then describe the sites and participants. 
The descriptions given about the context and the people involved reveal social information about 
both these factors, so it is important to note the subtle nuances between the different sites and 
participants. My role as a researcher is then described in order to reveal my position in the study. 
My identities as researcher, teacher, tutor, female, gringa, Chicana and the like all influenced 
how I was perceived by people and how I perceived others, therefore, acknowledging my role 
illustrates that I too was an active participant in this study. I then explain my selection criteria, 
instrumentation, and data collection procedures, which illustrate how I chose my sites and 
participants, the different methodological tools I used during my investigation and the timeline I 
followed while in the field. Finally, the data analysis procedures are illustrated so that the steps I 
took to ascertain the conclusions of this study can better be understood. 
Next, Chapter 4 (English as a Tool for the Future: A Critical Discourse Analysis of the 
Representation of English in Chilean Media) explores media discourses regarding English as 
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portrayed by newspaper articles, television commercials and Santiago Institute’s website. I do a 
Critical Discourse Analysis (CDA) of these media in order to reveal the discourses being 
disseminated to the public and analyze the language ideologies being reinforced in the public 
sphere. The findings in this chapter are of great importance in relation to the next two data 
chapters because the participants reproduce, reject or rearticulate the discourses found in the 
public sphere resulting in the perpetuation, alteration or rejection of language ideologies. 
After the public discourses that are being disseminated about English are revealed, I then 
explore the interplay between these discourses and the creation and implementation of English 
language policy at Santiago Institute. As such, in Chapter 5 (From Paper to Practice: 
Understanding the Tensions between Policy Creation and Policy Implementation), I first analyze 
policy as a discourse by looking at Santiago Institute’s English curriculum, as written on the 
program’s website and through the vision of the program director. I note the discourses used or 
adapted from Chapter 4 in order to illustrate how language ideologies are reinforced in the policy 
making process. From there, I describe how policy is put into practice by teachers through the 
analysis of classroom activities as they were documented during classroom observations. These 
activities present context and the struggles that teachers face, aspects that policy does not 
necessarily take into account, which causes the implementation process to be difficult. As such, 
the final section of this chapter looks to see how teachers make sense of this process as they 
explain their difficulties of putting policy into practice in light of the observations presented. The 
discourses used by these social agents will be evaluated to understand how these participants are 
reproducing, rearticulating or rejecting particular language ideologies in relation to what was 
revealed in the media and in policy. 
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The context, discourses and language ideologies revealed in Chapters 4 and 5 are used as 
the basis for Chapter 6 (“Miss, Why do you say…?”: Understanding How Student Make 
Meaning of English) where students’ perceptions about English and their English classes are 
addressed. First, the students’ experiences with English pre-Santiago Institute are evaluated in 
order to understand how their first encounters with the language have affected their vision of it 
today. The majority of students claimed that their elementary and high school experiences were 
influential in how they approached English at Santiago Institute, and these experiences reveal 
systematic inequalities in relation to language learning, which carried over into their higher 
education experience. After these initial experiences are evaluated, I then look at students’ 
perceptions of their Santiago Institute classes to see where the program is succeeding and where 
it is failing according to their experiences. Students demonstrate strong opinions about teachers 
and the mandatory curriculum, resulting in a variety of discourses that reinforce, rearticulate and 
reject language ideologies depending on specific incidents that have occurred in different 
participants’ lives. These discourses are connected to how students see English in relation to 
their future aspirations, which is described in the final section of this chapter. Once again, 
discourses from Chapters 4 and 5 can be found in students’ speech, but in the case of future 
aspirations, they are often rearticulated, showing agency in how students are understanding the 
importance of English for their futures. By looking at students’ viewpoints about English in this 
chapter, I hope to show how policy can be amended to better meet their needs. 
Finally, Chapter 7 (A New Vision Towards Policy Making: Utilizing Teaching and 
Student Input) gives brief concluding remarks about the significance and contribution of this 
study. It will look at the issues that the data brought to light and reflect on how this information 
confirms (or does not confirm) the theories presented in Chapter 2. Limitations will be discussed 
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further as well as suggestions for future studies, so that this phenomenon can further be explored. 
Lastly, recommendations will be given for Santiago Institute (and other institutes like it) 
regarding the fuller consideration of the lived experiences of students in educational language 
practices. In order to gain this information, it is first necessary to understand the theoretical 
underpinnings of this study, which will be presented in the chapter that follows.  
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CHAPTER 2. “THE CONSCIOUSNESS OF CHILEANS CHANGED:” 
UNDERSTANDING ENGLISH IN A NEOLIBERAL AND GLOBAL ERA IN CHILE 
Because a few years back in Chile we started…I’m not sure if you heard about the famous 
English Opens Doors Program (PIAP). And from there, the consciousness of Chileans changed. 
We realized that English can help in business, with international issues and this developed a 
collective imaginary to know and understand the English language. In fact, in Chile, if you know 
English, you can easily get a job so I think that’s why Santiago Institute is doing it this way.  
(O. López, personal communication, May 28, 2013) 
For Omar López, a teacher at Santiago Institute, PIAP was the catalyst for change in 
relation to learning English in Chile. He describes PIAP as the beginning of a change of 
consciousness among Chileans, which resulted in a collective imaginary that believes English is 
necessary in order to become successful. Due to this imaginary, Omar deduces that one who 
speaks English can easily obtain a job, which he sees as the primary factor that influenced 
Santiago Institute to make English a mandatory course for students. Omar is not alone in how he 
views English and the neoliberal and globalization discourses that he uses are common when 
talking about the role of English today. The collective imaginary he speaks of is not only found 
in Chile, but it can also be seen around the world as English language policies are being formed 
in effort for countries to become competitive in the neoliberal and global market.  
The discourses used by Omar stem from a specific context and they are influenced by 
how he interprets and understands discourses about English in his daily life. The opinion shared 
by Omar was not created out of thin air; but rather, is a result of him being a part of a global era, 
where discourses and language ideologies are disseminated about the importance of English and 
he interpreted those discourses and rearticulated them according to his experiences. However, 
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neoliberal policies have resulted in inequality in relation to how English is being taught, which 
has caused a major gap in English knowledge between affluent and working-class students, 
demonstrating a form of social reproduction, which is a detail that cannot be ignored. As such, it 
is important to explore the theories behind these concepts in order to better understand how 
neoliberalism, globalization, discourses, language ideologies and social reproduction are all 
connected. 
Therefore, I begin this chapter by exploring neoliberalism as a theory and then illustrate 
how this theory plays out in the Chilean context. I then describe the global expansion of English 
and how this phenomenon has been viewed by different scholars. The theories of discourses and 
language ideologies are articulated in the following section, where I explain my take on these 
concepts and then demonstrate how they occur in Chile on a national scale. Finally, I look at 
social reproduction and how English language policies are framed by this theory, acknowledging 
the need to address agency when using this framework. Through this analysis, I hope to 
contextualize my study site and reveal the lenses I use to analyze my study since these 
frameworks have an effect on how I interpret my data. I will begin this journey by introducing 
the neoliberal context in which Chile resides. 
The Chilean Neoliberal Context 
Chile has long been established as the poster child for neoliberalism due to the economic 
success that has been associated with the country in connection to the political, economic, and 
social reforms it has implemented. As a result, Chile is known as “one of South America’s most 
stable, democratic, and prosperous nations” and as of 2010 it ranks 10th out of 183 countries in 
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the Index of Economic Freedom5 (Solimano, 2012, p. 4). In addition, Chile also has one of the 
highest GDPs in Latin America as well as a lucrative export base, especially in relation to natural 
resources (Solimano, 2012). In fact, according to the Country Brand Index6 (2012-13), Chile is 
ranked 2nd among “Tomorrow’s Leading Country Brands” due to its investment in human 
capital, development, and “governance gone right.” It is through examples such as these that one 
can deduce that Chile is a country on its way towards development and this development can be 
attributed to neoliberal practices.  
 These neoliberal practices have created discourses, where privatization, human capital, 
freedom of choice, and 21st century skills are now a part of the everyday talk of Chileans. It is 
through such discourses that neoliberalism becomes more than just political, economic, and 
social reforms; it becomes an ideology that is embedded in the lives and actions of individuals. 
As a result, these discourses continued to be used by the media, politicians, and policymakers, 
which in turn are disseminated to the public where they are repeated, rearticulated, or contested.  
 These uses of discourses are an essential part of understanding neoliberalism, because it 
is through these discourses that one can analyze the way in which people make meaning of 
neoliberal practices and reforms in their everyday lives. As a result, it is important to understand 
neoliberalism theoretically and within a historical context. Correspondingly, this section will 
analyze neoliberalism as a strategy, neoliberalism as an ideology, and neoliberalism as actually 
existing. In addition to these theoretical interpretations, I will then give a brief historical account 
                                                
5 The Index of Economic Freedom is configured by the Heritage Foundation and looks to 
measure “liberalization in areas like trade, business, investment, the financial sector, monetary 
policy, property rights, the labor market, and the level of corruption” (Solimano, 2012, p. 4). 
6 The Country Brand Index annually measures and ranks “global perceptions around the 
world’s nations – from their cultures, to their industries, to their economic vitality and public 
policy initiatives” through the use of “trend reportage, expert findings, data-rich analysis and 
future-positive prediction” (Country Brand Index, 2012-13). 
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of neoliberalism in Chile and how its implementation affected higher education in general as 
well as its effects on Santiago Institute.   
What is Neoliberalism? 
 Neoliberalism, as a concept, has been studied widely throughout a variety of fields, which 
has resulted in a plethora of definitions that are highly dependent on the position of the person or 
people analyzing it. Nonetheless, a general definition that encompasses the multiple layers of 
neoliberalism is important and can be found in the work of David Harvey (2005) who explains it 
as follows:  
Neoliberalism is in the first instance a theory of political economic practices that
 proposes that human well-being can best be advanced by liberating individual
 entrepreneurial freedoms and skills within an institutional framework characterized by
 strong private property rights, free markets and free trade. The role of the state is to create
 and preserve an institutional framework appropriate to such practices. The state has to
 guarantee, for example, the quality and integrity of money. It must also set up those
 military, defense, police and legal structures and functions required to secure private
 property rights and to guarantee, by force if need be, the proper functioning of markets.
 Furthermore, if markets do not exist (in areas such as land, water, education, health care,
 social security, or environmental pollution), then they must be created, by state action if
 necessary. But beyond these tasks the state should not venture. State interventions in
 markets (once created) must be kept to a bare minimum because, according to the theory,
 the state cannot possibly possess enough information to second-guess market signals
 (prices) and because powerful interest groups will inevitably distort and bias state
 interventions (particularly in democracies) for their own benefit.  
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For Harvey, neoliberalism is defined greatly by the roles that the nation-state and the individual 
take on in relation to the market. In this way, the individual is framed as an active being that has 
the freedom to create and consume within given social structures. These social structures are to 
be provided by the nation-state, who ensures the safety and wellbeing of both individuals and the 
market. The role of the nation-state is limited in relation to social interventions, which in turn 
increases the role of the individual as he or she assumes responsibility for his or her own 
wellbeing. As such, services that were once public (education, health, etc.) must be placed into 
the market so that the responsible individual has the freedom to choose from among this new 
market without direct influence from the nation-state. Through this detailed definition, one can 
see that neoliberalism has been set up as economic, political, and social strategy geared at 
improving the wellbeing of both the nation-state and the individual. However, it fails to address 
the ideological and concrete aspects that are also found within a neoliberal framework. As a 
result, this section will encompass these three notions by analyzing: neoliberalism as a strategy, 
neoliberalism as an ideology, and neoliberalism as actually existing (Brenner & Theodore, 2002; 
Fairclough, 2005). By making these distinctions, one is able to see how neoliberalism is being 
approached and interpreted, although it must be noted that the categories often overlap. When 
looking at neoliberalism as a strategy, one is viewing neoliberalism as “a sort of universally-
applicable blueprint” where a “one size fits all” idea is applied globally, ignoring particular 
contexts (Fairclough, 2005, p. 25). This is closely related to neoliberalism as an ideology since it 
is through these “universal” strategies that values and “impartial” truths are constructed and 
embedded into the “common sense” of individuals (Lemke, 2000, p. 6). These two categories are 
highly contrasted with neoliberalism as actually existing, where the outcomes of neoliberalism 
are extremely diverse and often differ greatly from the universal goals and values presented by 
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the former two categories (Brenner & Theodore, 2002; Fairclough, 2005). It is by examining 
neoliberalism as actually existing that one can recognize that neoliberalism is an “uneven 
process” that is highly dependent on the historical context of where it is being implemented 
(Tickell and Peck, 2003, p. 165). 
Neoliberalism as a strategy. Although neoliberalism is an uneven process, when 
examining it as a strategy, a universal history and blueprint is often used in order to explain its 
formation and overarching goals. As a result, the global economic decline of the seventies 
prompted the end of liberalism as the role of the nation-state was being reduced and free-market 
principles were being enacted (Harvey, 2005, 2007). It is at this time that neoliberalism became 
“the extension of economy into the domain of politics, the triumph of capitalism over the state, 
[and] the globalization that escapes the political regulations of the nation-state” (Lemke, 2000, p. 
6). Consequently, governmentality7 became globalized, creating a different type of citizen, one 
that took responsibility for his or her life through the choices he or she made due to the variety of 
options provided by neoliberalism.  
Neoliberalism is often associated with globalization since the two are linked to the 
market. Globalization has been credited for the spread of neoliberalism throughout the world 
(albeit unevenly), as neoliberal notions such as competition and human development have 
become global values. In this way, nation-states are no longer the main structure of 
governmentality; rather “we are seeing the emergence of a new multi-leveled structure of 
governmentality, a complex edifice in which the national state is but one level among others” 
(Fraser, 2003, p. 167). This is partly due to the privatization of many of the institutions that the 
                                                
7 The idea of governmentality is taken from Foucault (1991) and is defined as the 
“conduct of conduct” where there is a “modern importance of governing over ruling”, a move 
away from “sovereign and state-centered notions of power,” and an emphasis on the “state 
formation of subjects” over the state control of subjects (as cited by Brown, 2003). 
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nation-state once controlled. Since neoliberalism calls for less state intervention (Harvey, 2005), 
things like education, healthcare, and retirement are being taken over or shared with private 
companies in order to offer better choices to individuals. As such, governmentality becomes 
globalized as the nation-state “governs-at-a-distance” and instead, “flexible, fluctuating 
networks” like “supranational organizations, transnational firms, NGOs, professional 
associations, and individuals” take control (Fraser, 2003, p. 168). It is here that neoliberalism can 
be seen “as a new relationship between government and knowledge through which governing 
activities are recast as nonpolitical and nonideological problems that need technical solutions” 
(Ong, 2006, p. 3). As a result, expertise is sought via the aforementioned networks, where power 
is strategically, but not fully, stripped from the nation-state and given over to the market and the 
individuals making choices within that market. The market is, thus, placed “in command” as 
political choices become limited and “the universality and superiority of the market as a 
decision-making mechanism” is put into place (Clarke, 2004, p. 35). Once this is done, the 
“dissolution of the public8 realm” begins, as “routes to the market” are implemented via direct 
privatization, public/private partnerships, outsourcing, the creation of new (internal) markets, and 
the creating of new conditions for competitive success, in effort to “enact the economic discourse 
of neoliberalism” (Clarke, 2004, p. 35). 
As the market becomes valorized, previous governing practices that were held within the 
nation-state become compromised. Issues, such as citizenship and sovereignty, become flexible 
as neoliberalism is positioned as a “technology of the government” (Ong, 2006, p. 3). When 
neoliberalism is positioned in this way, governing of the nation-state as well as the self-
                                                
8 Here, public refers to both the services rendered by the government and the collective 
body (usually national) which has certain interests and needs (Clarke, 2004). 
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governing of individuals are rationalized in order to “optimize” the position of the nation-state 
within the global market (Ong, 2006, p. 3). As a result, “exceptions” can be made by the nation-
state as it valorizes individuals, regardless of citizenship, in efforts to increase its human capital 
to meet the needs of the global market (Ong, 2006). This, in turn, means that individuals who are 
inclined towards neoliberal tendencies will benefit favorably as they fulfill the role created for 
them via neoliberalism. 
The individual plays a key role in the strategic implementation of neoliberalism since it is 
through the interplay of the market and the individual that neoliberalism is reproduced. 
Therefore, ideas such as individualism and entrepreneurialism, which are promoted by market 
rationality, must be accepted by the individual in order to fulfill his or her position as a self-
governing individual (Ong, 2006). In this way, the neoliberal individual is no longer a nation-
state citizen, but rather “a self-enterprising citizen-subject who is obligated to become an 
‘entrepreneur of himself or herself’” under a “neoliberal logic [that] requires populations to be 
free, self-managing, and self-enterprising individuals in different spheres of every day life - 
health, education, bureaucracy, the professions, and so on” (Ong, 2006, p. 14). As a result, the 
individual becomes responsible for his or her life and is given the freedom to make decisions on 
how his or her future will unfold. This connects the individual back to the market, because this 
freedom of choice can only be implemented if there are a variety of options for the individual to 
choose from. Neoliberalism has sought to ensure these options through its efforts of privatization 
and creations of new markets (Clarke, 2004; Harvey, 2005), which adds another dimension to the 
role of the individual – the individual as a consumer. In this light, the individual has the freedom 
to choose services and it is through the informed choice of these services that the individual can 
improve his or her life through his or her own efforts (Clarke, 2004; Fraser, 2003). This means 
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that the individual as a consumer must shift from a passive recipient who receives a service to an 
active choice maker who researches and is knowledgeable about the various options before 
seeking out a specific service (Clarke, 2004, p. 39). As such, the individual becomes self-
sufficient and prepared to interact in a society where each person is responsible for his or her 
own wellbeing and where the market provides a sufficient amount of options to appease the 
wants of the individual.  
 It is through the compliant roles of the nation-state, the individual, and the market, that 
neoliberalism becomes a political, social, and economic strategy. The nation-state is no longer 
given primary control over social institutions, but rather private enterprises are used in order to 
ensure unbiased products and ample options. Thus, the market takes the power out of the hands 
of the nation-state and puts it into the hands of the individual. As a result, the individual is made 
autonomous and has the freedom to choose from the variety of options given to him or her by the 
market, allowing him or her to become both self-sufficient and successful. These are the core 
ideas that encase neoliberalism as a strategy; however, these ideas have transformed 
neoliberalism into an ideology due to the fact that the theoretical relationship between the nation-
state, the individual, and the market are taken to be truths, where the individual or the nation-
state can be chastised for not fulfilling their role in relation to the unbiased market. 
Neoliberalism as an ideology. As mentioned above, neoliberalism as an ideology and 
neoliberalism as a strategy are linked due to the fact that it is through the attempt to implement 
neoliberalism as a strategy that its neoliberal values become instilled in the individual and the 
nation-state, transforming neoliberalism into ideology. In turn, regardless of if the strategy is 
playing out as planned, the ideas behind it get disseminated and become a part of the everyday 
discourses of individuals. Therefore, terms like agency and freedom, which are key ideas in 
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neoliberalism as a strategy, become associated with ideas that seem to appeal to the individual’s 
common sense; (Apple, 2001; Giroux, 2002; Harvey, 2005, 2007) and it is when ideas become 
common sense, that an ideology is formed.  
 As a result, Harvey (2005) uses the Gramscian notion of common sense in order to 
explain how neoliberalism became an ideology. From this lens, common sense is “constructed 
out of longstanding practices of cultural socialization often rooted deep in regional or national 
tradition” and can thus “be profoundly misleading, obfuscating or disguising real problems under 
cultural prejudices” (Harvey, 2005, p. 39). Correspondingly, those with political power have 
often disguised political agendas in the form of cultural agendas so that the general population 
can accept them, which was the case with neoliberalism. Using the media and social institutions, 
such as schools and churches, neoliberalism was presented to the general public as a 
“programmatic attempt to advance the cause of individual freedoms,” rather than its true intent, 
which was to restore the economic power of the elite class (Harvey, 2005, p. 40). By doing this, 
neoliberalism was framed as a positive cultural change that could appeal to the public. The 
process did not end here, however. In addition to creating an idea that could appeal to the public, 
the consent of the public was also needed (Harvey, 2005). It is at this point that one sees the 
uneven process of neoliberalism, because consent was achieved in a variety of ways (from 
military enforcement to deals made with the IMF), depending on the context of the nation-state. 
Thus, neoliberal values became common sense as people recognized their appeal and accepted 
them. 
 It was through this common sense process that neoliberalism became “the most 
dangerous ideology” of modern history (Camaroff & Camaroff, 2001, p. 333; Giroux, 2002, p. 
428, 2004, p. ix). Notions associated with neoliberalism as a strategy have been converted into 
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truths about the way in which the nation-state, the individual, and the market should function 
(Lemke, 2000) and those who do not fit into those parameters are now seen as deficient. It is at 
this point that neoliberalism as an ideology becomes dangerous because individuals are being 
held up to abstract standards that fail to address the complex nature of society. Camaroff and 
Camaroff (2001) describe this phenomenon when they state: 
Neoliberalism aspires, in its ideology and practice, to intensify the abstraction inherent in
 capitalism itself: to separate labor power from its human context, to replace society with
 the market, to build a universe out of aggregated transactions. While it can never fully
 succeed, its advance over the “long” twentieth century has profoundly altered, if
 unevenly in space and time, the phenomenology of being in the world. (p. 14) 
Here, the limitations of neoliberalism are being presented where the authors address the ideal 
goals of neoliberalism, which are difficult to obtain in reality. Despite the recognition of the 
difficulty to achieve neoliberal goals, the effects of neoliberalism have in fact impacted the way 
in which the individual perceives the world, bringing us back full circle to the individual’s 
understanding of neoliberalism as common sense. 
 When an idea becomes common sense in a particular context to a particular individual or 
group of individuals, the formation of an ideology will soon follow. This process occurred in 
relation to neoliberalism, where its ideals were distributed via discourses about freedom and 
choice and depending on the context, these ideals were accepted and reiterated as common 
values in society. Nonetheless, the ideals associated with neoliberalism have proven difficult to 
achieve when looking at neoliberalism as actually existing because the historical contexts of 
different nation-states have affected how neoliberalism has been implemented. 
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Neoliberalism as actually existing. When I examined neoliberalism as a strategy 
previously, features of the goals of neoliberalism were presented, but not critiqued to reflect 
neoliberalism in its ideal form. However, this section will reexamine the ideals presented in 
neoliberalism by looking at it as it actually exists. Neoliberalism in this sense, is taken out of the 
arena where “market forces are assumed to operate according to immutable laws no matter where 
they are ‘unleashed,’” and rather looks at the “contextual embeddedness of neoliberal 
restructuring projects insofar as they have been produced within national, regional, and local 
contexts defined by the legacies of inherited institutional frameworks, policy regimes, regulatory 
practices, and political struggles” (Brenner & Theodore, 2002, p.351). In this way, neoliberalism 
is historically contextualized and able to be seen as a facet of a particular nation-state in a 
particular area at a particular time. This is important because it rejects the one-size-fits-all model 
as presented in neoliberalism as a strategy and brings to light the blatant misrepresentation of 
macroeconomic data that is often used to show the successes of neoliberalism (Brenner & 
Theodore, 2002). Once these misrepresentations are acknowledged, it allows for political 
reforms to be seen as hybrid, “reflecting the balance of local political forces, sources of active 
resistance and institutional legacies, amongst other things – even though they will often appeal to 
ostensibly universal concepts like market efficiency and individual freedom” (Tickell & Peck, 
2003, p. 165). Due to this, it must be recognized that countries are not “more” or “less” 
neoliberal in comparison to another, but rather that they differ in the “process of political-
economic change” (Tickell and Peck, 2003, p. 165). Analyzing neoliberalism as actually existing 
allows for the complexities of neoliberalism to be seen, where the individual or the nation-state is 
not seen as a failure for not complying with neoliberal logic, but in return such logic is not 
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idealized; instead the historical context of a specific place is considered, showing the multiple 
layers that exist within the neoliberal framework. 
 Neoliberalism has many faces and can be examined from a variety of standpoints. This 
section looked at neoliberalism as a strategy, neoliberalism an ideology, and neoliberalism as 
actually existing in order to demonstrate and fully understand its multiple natures. When 
examining neoliberalism as a strategy, one is looking at the ideal implementation and goals of 
neoliberalism, where neoliberalism as an ideology analyzed how neoliberal values became 
embedded in society, making them common sense to individuals. To talk about neoliberalism as 
actually existing takes neoliberalism out of its ideal world and historically contextualizes it so 
that it can be more accurately analyzed to reflect its actual processes. After reviewing these three 
different ways of looking at neoliberalism, I will use the lens of neoliberalism as actually 
existing in the next section in order to give a brief history of the implementation of neoliberalism 
in Chile as well as show how this implementation affected higher education generally and in the 
case of Santiago Institute.  
Neoliberalism as Actually Existing: The Case of Chile 
Chile’s road towards neoliberalism began in 1970 with the election of Salvador Allende 
as president under Chile’s Socialist Party. Allende did not waste time in making changes and one 
of his first moves was to create Unidad Popular (The People’s Unity), a political party that 
sought to unify the various left-wing political parties under one name so that a more populous 
and cohesive party could work towards implementing changes towards democracy (Valenzuela, 
Labarrera, & Rodríguez, 2008). One of the major changes that this party wished to make was the 
nationalization of Chilean industries. As a result, copper mines became nationalized, land was 
given to indigenous populations, and educational change was being implemented to unite and 
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give educational access to all Chilean youth. The reforms enacted by the Allende administration 
initially had very positive effects, but by 1973 inflation had reached an astronomical high and 
tensions between the right and left grew (Valenzuela, Labarrera, & Rodríguez, 2008). The poor 
economy and fears that Allende was trying to create a communist government, created great 
opposition against the Allende administration from conservative elites within the country and the 
US government outside of it, resulting in a military coup (Taylor, 2006). Thus, on September 11, 
1973, La Moneda (the presidential residence) was overtaken by the military and General 
Augusto Pinochet took power, ending all previous reform efforts and replacing them with new 
free-market reforms in effort to improve the diminished economy. 
With the transfer of power from a socialist government to a military government, it was 
the goal of the latter to “reassert as rapidly as possible the conditions for social pacification and 
sustained capital accumulation” (Taylor, 2006, p. 31). The military government was unsure of 
how to do this, and so they looked to a group of economists who were working at the 
Universidad Católica for answers. These economists were educated and trained at the University 
of Chicago (thus they were called the “Chicago Boys”) and were critics of Keynesianism. As a 
result, they were interested in trying an alternative economic method that was based on 
individualism and economic “facts,” like the self-regulating market, instead of trying to fix the 
previous model (Taylor, 2006, p. 43). This push for a new economic method was not 
immediately accepted by Chilean elite, but after continual persuasion, the Chicago Boys were 
able to start the process by slashing state expenditures on every level (except the military), in 
hopes of reducing consumption by the state (Taylor, 2006).  
This strategy, however, did not immediately work as the Chilean recession continued and 
the elite began to question whether the Chicago Boys knew what they were doing. Once again, 
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the Chicago Boys insisted in the certainty of the self-regulating market and explained that Chile 
was in the phase of “creative destruction” (Taylor, 2006, p. 56). Creative destruction for Chile at 
this time sought:  
to destroy and rebuild the institutions through which economic activity was planned and
 directed; through which industrial relations were channeled; and through which the social
 reproduction of individuals and households was regulated. (Taylor, 2006, p. 56) 
In this way, there was a recognition that Chile was in a stage of transition as it cast off its former 
way of approaching political, economic, and social issues and waited for a new society to 
emerge. The destruction aspect of “creative destruction” was immediately evident as austerity 
measures were put into place, inflation increased, and the number of jobs were dramatically 
reduced as the public sector was being cut. This destruction period lasted until the mid-eighties, 
when the “economic miracle” occurred and significant growth was seen in the GDP and 
production (Taylor, 2006, p. 72). This miracle was attributed to “the reaffirmation of neoliberal 
ideals,” but other scholars have pointed to international high prices of copper, a boom in service 
and finance sectors, as well as “debt for equity” swaps, where investors exchanged debt for the 
ownership rights of a particular export sector, as alternative reasons for Chile’s economic growth 
(Taylor, 2006, p. 72). 
 This economic success, however, was not reflected in all sectors of Chilean society. As a 
result, Chileans’ discontent with Pinochet and the military government rose, resulting in some of 
the first protests since the dictatorship. These protests, in turn, called for the first democratic 
election since Pinochet took power, where Pinochet lost 45% to 55% to Christian Democrat 
Patricio Aylwin (Solimano, 2012). Thus, in 1990 Chile began its “transition to democracy,” 
where administrations have continually tried to juggle both neoliberal ideas while also 
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addressing the social demands of the people (Solimano, 2012, p. 30). This shows that there is a 
recognition that neoliberal policies have had some positive effects on Chilean society, however, 
there is also a recognition that these policies fell short and so reforms are now attempting to 
merge neoliberal and democratic ideals. These efforts are especially apparent in the realm of 
education, where the effects of the Chicago Boys’ neoliberal policies are still being felt by 
students as the government tries to maintain free-market principles while also providing 
equitable access to education. 
Neoliberalism and higher education. Education in Chile, as in most countries, is 
positioned as a ladder towards social mobility, where the meritocratic myth (Young, 1958/1994) 
is reiterated and the idea that anything is possible if you work hard enough is reinforced. 
Neoliberal logic has adopted this myth, which couches itself in notions of individualism and self-
sufficiency, which inevitably blames an individual if he or she is not successful, especially in 
regards to education. However, structural inequalities are overlooked when using a neoliberal 
frame, so it is important to look at the stark discrepancies that neoliberal policies have had on 
Chilean higher education.  
 While neoliberal policies have contributed to the macro-economic success of Chile as a 
nation, they have also contributed to the high inequality that is found in Chilean higher 
education. Privatization, a key strategy in neoliberal logic, has been implemented throughout 
Chilean higher education in efforts to encourage competition and increase the quality of 
institutions (Cavieres, 2011; Espinoza, 2008; Matear, 2007; Parry, 1997; Pastrana, 2007). This 
move to privatize education has created a positive and negative effect for working class students. 
As higher education becomes privatized, more institutions are popping up around Chile, allowing 
working class students access to an education that they may have once been denied (due to test 
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scores). However, with a plethora of institutes to choose from, tuition becomes an issue because 
competition keeps rates comparable across the board. As a result, the numbers from a 1998 study 
show that only 6.5% of the poorest quintile attended new private universities in comparison to 
61.2% of the students from the richest quintile (Espinoza, 2008). This is due to the fact that 
enrollment rates and access by family income rates determine access to post-secondary 
institutions for students (Espinoza, 2008). Consequently, it can be seen that neoliberal policies 
“systematically privilege higher socio-economic status families through their knowledge and 
material resources” (Apple, 2001, p. 418). However, the Chilean government has acknowledged 
this inequality and there is an effort to remedy this issue via alternative neoliberal reforms.  
The tertiary education finance for results project. In 2005, Chile entered into 
agreement with the World Bank with the goals of providing an improved higher education 
experience for Chilean students. The Tertiary Education Finance for Results Project was 
approved for $25.13 million as a means “to support Chile’s development into a knowledge-based 
economy by strengthening its tertiary education system” and “to provide the skills and the 
knowledge necessary to sustain Chile’s economic and social development and enhance its 
national innovation capacity” (World Bank, 2005a). Part of the incentive of the project was to 
increase public funding for tertiary education as well as to seek stronger accountability for 
performance through the improvement of the “coherence, responsiveness, and, equity and 
quality” in higher education establishments (World Bank, 2005b). There were two main 
components to the project with the first looking to improve the framework of higher education 
institutes and the second aimed at strengthening quality though innovative subprojects that would 
be determined by the individual institutes (World Bank, 2005b). The combination of these two 
components looked to change tertiary education through the means of enhancing the quality and 
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relevance of tertiary education; improving access for all individuals; and improving internal 
efficiency and strengthening accountability (World Bank, 2005a). 
 An importance was placed on this project because it was felt that all Chilean students 
deserve access to high quality education in order to promote “human capital and skills levels in 
the economy” according to the World Bank Task Manager, Lauritz Holm-Nielsen (World Bank, 
2005a). These ideals began to take hold during the Lagos administration and were strengthened 
when the Bachelet administration joined the Organization for Economic Co-operation and 
Development (OECD). Currently, the Chilean government is seeking to become a part of the 
global economy and is using education as the means towards that goal because there is little 
social mobility due to the drastic unequal distribution of income in the country (World Bank, 
n.d.). As a result of these aspirations, Chile is seen as an “open society that is very receptive to 
ideas from abroad and clearly wishes to forge strong ties with the international community at 
large” so the World Bank continues to play a role in “facilitating the transfer of knowledge and 
experience” (World Bank, n.d.). 
 In the end, this program was created to improve higher education but instead only 
reinforced neoliberal principles. While the program looked to “encourage secondary graduates to 
continue studying; improve the technical competence of teachers; increase links among 
universities and tertiary institutions; and expand links between the universities and the 
knowledge market in the private sector” (World Bank, 2005b), many students have not seen the 
benefits of this reform. It was reported in 2003 that only 14.5% of the lowest income quintile 
enrolled in higher education while 73.7% of the highest quintile were enrolled (Moccero, 2008). 
This is an 8% rise for lowest income quintile and a 12.5% for the highest quintile, showing that 
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distance between these two groups in relation to attending a higher education institution has not 
changed with this reform.  
 However, despite these numbers, more working-class students are attending institutes of 
higher education than before the return of democracy (Matear, 2006). Many of these students opt 
to pursue higher education at technical-professional institutions due to costs and the fact that the 
Prueba de Selección Universitaria (University Selection Test) [PSU] is not needed to 
matriculate. As a result, students who attend these types of institutions may have alternative 
interpretations of neoliberal policies since their lives are affected differently by these policies. 
Due to this, my ethnographic study will take place at Santiago Institute, a well-known technical-
professional institute in Chile as I try to understand how students make sense of the neoliberal 
English language policy put into place by the institute in 2001. As such, it is also important to 
examine the history of Santiago Institute as a space of learning, since it began as a free learning 
center and transformed into a for-profit institution due to the neoliberal policies implemented by 
Pinochet.  
Santiago Institute’s beginnings: providing social change. In order to look at the 
history of Santiago Institute, it is necessary look at the policies implemented during the Frei 
administration (1964-1970), a period of development. This time marked an important era, for 
Chile due to the variety of social reforms that were put into place, creating steppingstones for 
Allende. Education was a key platform for this administration and there was a push for reform to 
improve educational opportunities for all Chileans. Adult education was of major concern during 
the Frei administration due to the changing technological and global market. Many adults were 
unable to read at this time, so, the Educational Reform of 1965 was passed to promote adult 
literacy learning so that they could compete in the job market (Caiceo Escudero, 2009). Due to 
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this, La Jefatura de Planes Extraordinarios de Educación de Adultos (Headquarters Special Plan 
for Adult Education) began emphasizing critical literacy in teacher colleges around Chile to 
increase the amount of teachers since there was a high demand for literacy classes. 
Unfortunately, due to high enrollments, there were not enough institutes available to provide 
such classes, which prompted the creation of Santiago Institute (Caiceo Escudero, 2009). 
Envisioned as a concrete way to provide education for the working class, Santiago Institute was 
created by El Centro de Alumnos de la Escuela de Pedagogía (the Student Center in the School 
of Pedagogy) at a major private university in Chile (Caiceo Escudero, 2009). For the students of 
this center, it was their hope that Santiago Institute would be bridge between conservatives and 
the Frei administration who were involved in a heated debate, with the latter calling for higher 
education reform and the former wanting it be kept the same. As a result, these students 
positioned Santiago Institute as a provider of education to the most neglected social sectors of 
Chile, which was important for the presidential administration; yet its connection to the 
prominent private university appeased conservatives because its association with the university 
not only gave it prestige, but they also saw Santiago Institute as an opportunity to instill values in 
potential students. Thus, Santiago Institute was well received and it became one of the pillars of 
La Reforma Universitaria (University Reform) (Caiceo Escudero, 2009). The role of Santiago 
Institute was expanded from the original idea of it being a literacy center and instead it was made 
up of neighborhood associations, unions, mother centers, farming and youth training centers in 
order to give the working class the skills they needed to succeed in their daily lives. However, 
the progress that was being made by Santiago Institute quickly came to a halt when Pinochet 
overtook the government in 1973. As the military government took power, educational 
institutions were targeted and teachers and administrators who were not compliant with 
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Pinochet’s ideas were removed from their positions. Consequently, the founders of Santiago 
Institute were forced to abandon the institution and the military took it over, placing it in the 
hands of the market. During this period, Santiago Institute was transformed into a for-profit 
technical-professional institution, but the evolution of this process is not well documented due to 
the high security that military government had over such institutions. 
Santiago Institute now: providing an experienced-based education. Due to this lack 
of documentation, the history of Santiago Institute is often debated as people struggle to 
associate the current neoliberal institute with its social justice past. As such, it is important to 
note the growth that Santiago Institute has had is due to neoliberal practices. Currently, Santiago 
Institute has 16 campuses (Instituto de Santiago Escuelas, Carreras y Sedes, n.d.) throughout the 
country with a student population of over 50,000 and they provide over 50 different technical 
degrees and 30 professional degrees (IFC, 2009). This variety of options plays into the neoliberal 
of idea of competition and allows students to be consumers, not only in the area where they wish 
to study, but also in the degree they wish to pursue. Another aspect of Santiago Institute’s appeal 
to students is the fact that it has been accredited until August of 2017 (IIPA, 2010), a major 
selling point for institutes as they promote the quality of their institutes and compete with one 
another. 
 The study body of Santiago Institute is still highly made up of working-class students due 
to the costs, types of degrees, and exemption from taking the PSU. Of the students enrolled in 
2010, 7.7% graduated from a private secondary school, 64% graduated from a subsidized private 
(charter) secondary school, and 28.3% graduated from a municipal secondary school (IIPA, 
2010). These numbers reflect the impact that privatization has had on the imaginations of 
Chilean consumers in relation to education, as the majority of students, regardless of class, attend 
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subsidized private schools since they hold the notion that private is better (Bellei, 2005; Brandt, 
2010; Elacqua, 2009; García Palomer & Paredes, 2010), with Santiago Institute students showing 
similar trends.  
The makeup of the faculty at Santiago Institute shows the career-oriented nature of the 
institute. In 2010, it was reported that 2.2% of the faculty held doctorates, 9.8% held Masters 
degrees, 0.3% held Medical degrees, 73.5% held professional degrees and 16.1% did not have a 
degree or did not provide information about their educational background (IIPA, 2010). This 
indicates that the faculty at Santiago Institute are hired based on the specific skills they will be 
teaching. Due to the morning and evening shifts that Santiago Institute has, many of the 
professors work in the professional areas that they are teaching, which gives them real world 
experiences to relay in the classroom. 
By looking at this information, one is provided with the rich and complex history in 
which Santiago Institute resides. Beginning as a social justice project, Santiago Institute was 
initially geared at helping the working class gain an education in areas that were meaningful to 
them at that time. While Santiago Institute continues to serve the working-class population, its 
implementation of neoliberal policies affect how students understand education and their futures.  
Neoliberalism has influenced the political and cultural climate of Chile. This section 
sought to describe the theoretical aspects of neoliberalism as well as the actual implementation of 
the concept in the Chilean context. First, neoliberalism as a strategy was presented, where the 
shift from public to private establishments was prevalent and the focus on the individual was 
key. Next, neoliberalism as an ideology was discussed, where this concept was linked to 
neoliberalism as a strategy because through the discourses used to describe neoliberalism, 
individuals began to believe in its ideals, such as freedom and choice, making neoliberalism a 
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common sense idea in society. Finally, neoliberalism as actually existing was explained, which 
showed the uneven nature of neoliberalism when it is historically contextualized. To demonstrate 
this viewpoint, I gave a brief history of Chile’s adoption of neoliberal policies and how this 
history eventually called for educational reforms. Finally, I explained how Santiago Institute fit 
into this context, explaining its history and how it functions today. Through this exploration of 
neoliberalism, my aim was to contextualize the political and culture climate in which my study 
takes place. Chile’s neoliberal context influences how the spread of English, discourses and 
language ideologies play out in the country; as such, these concepts will be explored in the next 
section to better understand the interplay between these different ideas. 
English in a Globalized Context, Discourses and Language Ideologies 
 Globalization and neoliberalism are two factors that have affected the importance that the 
role of English has taken around the globe. As such, discourses such as English opens doors or 
English is like the dollar can be found as people try to make meaning about how this language is 
affecting their lives. When these discourses are used, they index language ideologies, which are 
truths that we as social actors take for granted in society. The goal of this section is to examine 
these dimensions in order to first understand how they are seen theoretically and then I will apply 
what has been described to the Chilean context. The first dimension that will be explored is 
English in the globalized context in order to recognize how the phenomenon of the expansion of 
English has been conceptualized by different scholars. 
English in a globalized context. Neoliberalism has contributed to the global spread of 
English, which has caused it to be seen as the lingua franca of the post-modern era. This has 
occurred due to the fact that English has gained “global status” and it has established a key role 
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in almost every country in the world (Crystal, 1997, p. 2). This is due to several factors, such as 
the fact that: 
• English is the most commonly taught foreign language in the schools of countries 
where it is not the mother tongue of the inhabitants, including the former USSR and 
the People’s Republic of China. Some 250 million Chinese are currently learning 
English – more than the entire population of the U.S. 
• In the most significant technical and critical fields – science, education, commerce 
and trade, technology, medicine, engineering, international politics, and journalism – 
there are more publications in English than any other language. 
• More books, newspapers and magazines, radio and television programs, records and 
tapes, and films are produced in English – and distributed more widely – than in any 
other single language. English is the most commonly used language at international 
conferences. 
• English is the official language employed in international air traffic and in 
international shipping. 
• Three-quarters of the world’s mail is written in English. 
• By the mid1990s about 90% of all Internet communication was taking place in 
English, and, although other languages have been gaining ground, English is still the 
most massively used language in cyberspace. (Alatis, 2005) 
Due to these factors, English has become more prevalent around the world, but how people view 
this expansion is debated. Currently, this debate can be divided into three perspectives: the 
rational-functionalist perspective, the linguistic imperialism perspective and the institutionalist 
perspective (Cha & Ham, 2011). 
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The first, and most common account for the spread of English is the rational-functionalist 
perspective, where English is seen as a commodity that can benefit individuals and society (Cha 
& Ham, 2011; Heller, 2003; Niño-Murcia, 2003; Suárez, 2005). As such, English becomes an 
economic strategy that is needed in the workplace as well as in schools. In regard to the 
workplace, hiring processes have been altered in order to demonstrate the need for English, 
making English proficiency a necessary skill for employment, especially in international 
businesses (Suárez, 2005). People who have this skill are thus rewarded with higher salaries 
(Suárez, 2005) creating an economic incentive to learn the language. In regard to schools, many 
countries are taking steps so that their countries’ youth are prepared for this globalized context 
by implementing mandatory English policies in schools (Suárez, 2005). As a result, students are 
supposed to take for granted the value of English and learn it in order to be prepared for the 
future. The value that is placed on English causes it to be seen as a form of currency (Bourdieu, 
1991; Bourdieu, 1993), which in the end makes it a commodity. As such, English becomes a 
“symbol for success, prosperity, technological ability, progress, and economic growth” (Niño-
Murcia, 2003, p. 138) and it is viewed “like the dollar” (Delicio Garrido, 2009, p. 84; Niño-
Murcia, 2003, p. 121), making it a necessary tool for future success. This perspective emphasizes 
the monetary function of the expansion of English in the globalized context, yet not all scholars 
view it in this way. Due to this commodification, the spread of English can also be seen as an act 
of linguistic imperialism, where capitalist countries are reproducing their hegemonic power 
around the globe. 
The linguistic imperialism perspective looks at structural and cultural inequalities among 
languages, which occur due to the commodification of English, which was described above. 
Rather than seeing the spread of English as a way towards monetary returns, linguistic 
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imperialism views English as way for hegemonic countries to maintain economic control in the 
globalized context (Pennycook, 1994, 1998, 2004; Phillipson, 2001a, 2001b). This hegemonic 
control is shown through the unified market, the fact that the dominant language of the global 
market is English, and the social interaction and hierarchy that are now linked to language policy 
(Phillipson, 2001a). As such, the new hiring processes, higher salaries and mandatory English 
policies that were mentioned above, when looked at from this point of view can be seen as 
maintaining the international dominance and subordination of people due to the fact that English 
is the language of international capitalism (Naysmith, 1986), which acts a “gatekeeper to 
education, employment, business opportunities and popular culture” (Qiang & Wolff, 2005, p. 
55). The programs created by the countries and organizations like the World Bank, the United 
Nations Development Programme (UNDP) and the British Council emphasize the knowledge of 
English, but as a necessary to encourage capitalism within and outside of non-English speaking 
countries. As such, the spread of English can be seen as serving special interests in regard to the 
people who are really profiting from this phenomenon. Through the lens of linguistic 
imperialism, a small number of the elite are truly benefiting from the expansion of English, 
which encourages hegemonic control, creating “an unjust world in which 10% - 20% of the 
world’s population live prosperously and the rest are increasingly impoverished” (Phillipson, 
2001b, p. 1). The linguistic imperialism perspective took the rational-functionalist perspective 
and turned it on its head in order to view the commodification of English as a means of social 
reproduction; however, the institutionalist perspective strays from seeing English as an economic 
benefit or as a form of imperialism and rather views it as a result of global institutional ontology 
and rationalization. 
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The institutionalist perspective recognizes that all school curriculums are constantly 
being influenced by the global trends in regard to the meaning of education and how it should be 
handled by authorities (Cha & Ham, 2011). Therefore, for this perspective the expansion of 
English is due to the global market, but rather than rationalizing this phenomenon as a factor 
towards economic gain, it is seen as a factor towards academic knowledge. Currently, those who 
want to be involved in science or technology fields are required to know English due to the fact 
that most literature involved is published in the language, which promotes not only the economic 
development of countries, but the cultural development as well (Cha & Ham, 2011). As such, 
when looking at English from this point of view, it is being positioned as a language that allows 
for international communication within today’s globalized context, rather than as another foreign 
language to be learned. This focus on communication means that students are not only asked to 
learn language skills, but they are also being exposed to ideas that can change their identities and 
transform them into cosmopolitan citizens who are able to cross the permeable borders of the 
globalized world (Guilherme, 2007). Due to this goal of having cosmopolitan citizens, countries 
have adopted English language policies in order to associate English with “collective meanings 
and values embedded in modern world culture,” legitimizing the need for the language in schools 
(Cha & Ham, 2011, p. 187). As such, when schools around the world began to adopt the 
language as part of their curriculum, it was natural for schools in other countries to follow those 
trends in effort to keep up with global educational standards. This massive adoption of English 
language policy acknowledges that English can add to the economic development of countries, 
but its main focus is on the cultural development that the language brings due to its connection to 
national education systems. The expansion of English is seen as a way to contribute to the 
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creation of cosmopolitan citizenship, creating an academic argument for the promotion of the 
language. 
The spread of English is a major factor in the globalized world which has affected 
government educational policies in effort to prepare citizens to work in this context. However, 
the perceptions of this phenomenon have been described distinctly depending on if a rational-
functionalist, linguistic imperialism, or institutionalist perspective is used. For rational-
functionalists, English is a necessary commodity that is required in order to be economically 
successful in today’s world. The linguistic imperialism perspective sees this focus on the 
economic as a means of reproducing economic hegemony among the world’s elite, thus 
suggesting that the language is not really helping the majority of citizens in non-English 
speaking countries. Finally, the institutionalist perspective views the spread of English as a result 
of an educational trend that seeks to increase the cultural development of countries through the 
creation of cosmopolitan citizens who are able to move around the globalized world. Each of 
these perspectives uses a specific point of view when framing the expansion of English and this 
point of view is expressed via discourses which are used to convince people to take on a specific 
perspective. As such, acknowledging what discourses are and how they function is essential to 
see how ideas, like the expansion of English, become common sense in society. 
Discourses and critical discourse analysis. Understanding the discourses used about 
English is an important step in recognizing the interplay that occurs between thoughts about the 
language and social actors. In this dissertation, I am defining discourses as language in use which 
accounts for different varieties of talk and text which are the basis for human interaction as well 
as “the most important place where culture is both enacted and produced in the moment of 
interaction” (Fairclough, 1992; Hill, 2005, p. 159; 2008; Quinn, 2005). It should be noted that 
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this does not just refer to spoken and written language, but also includes other semiotic practices, 
like photos and dance as well as non-verbal communication, like gestures and facial expressions 
(Fairclough, 1993, 1995b, 2006). This definition takes into consideration the micro-use of 
language that is used by the social actor where agency and structures are constantly at play. This 
differs from the traditional Foucauldian definition, which views discourse as “practices that 
systematically form the objects of which they speak” (Foucault, 1969/1972, p. 49), taking away 
the agency of the social actor and focusing on “‘political technologies’ and the legitimization of 
institutional power rather than on the detailed analyses of language use in social contexts” 
(Farnell & Graham, 1998, p. 391). The concern for Foucault lies more around the attempt to 
discern “the rules which ‘govern’ bodies of texts and utterances” (Fairclough, 2003, p. 123); 
whereas the definition I am using addresses the power of the social actor to negotiate discourses 
in light of the structures that are in place. Hill (2005) describes the study of this view of 
discourses when she says:  
To study discourse is to examine both dimensions simultaneous, since discourse is 
“duplex” not only in the sense that it both enacts and produces culture, but in the sense 
that as social actors produce discourse, they simultaneously negotiate emergent meanings 
and draw on shared understandings – including understandings about the organization of 
genres of talk and text – that create the very possibility for such negotiation. (p. 159) 
Here Hill is addressing the dual nature of this definition, where there is an understanding that 
structures produce and enact ideas, but the social actor in turn makes meaning of those ideas and 
negotiates that meaning when they speak. This viewpoint is a theoretical shift from structure to 
practice (Farnell & Graham, 1998). As such, Fairclough (1993, 1995b, 2006) believes that when 
using this definition, discourses are being seen as a social practice. 
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 There are two major features of discourses when thinking about them as a social practice, 
the fact that it is a mode of action and that it is historically situated. The former feature describes 
the act of speaking or engaging in any type of discourse emphasizing the action of speech rather 
than the thought about it; whereas the latter refers to the fact that when this speech act occurs it 
happens in “a dialectical relationship with other facets of ‘the social’ (its ‘social context’) – it is 
socially shaped, but it is also socially shaping, or constitutive” (Fairclough, 1993, p. 134). 
Understanding the tension between this dialectical relationship is necessary, when trying to 
explore how social actors interpret the world they live in. This interpretation is transmitted via 
discourses, demonstrating their constitutive nature through what Fairclough (1993) describes as: 
conventional, social reproductive ways, and creative, socially transformative ways, with 
the emphasis upon the one or the other in particular cases depending upon the social 
circumstance (e.g. whether they are generated within, broadly, stable and rigid, or 
flexible and open, power relations). (p. 134) 
Therefore, language is associated with power, but the social actor has the ability to choose 
whether he or she will reproduce discourses transmitted by social structures or whether he or she 
will adapt them or reject them completely. That said, it must be noted that the way in which a 
social actor uses language is shaped socially, however, not in a uniform way. This is where 
‘orders of discourse’ come into play (Fairclough, 1989, 1992, 1993, 1995a, 1995b). 
 Orders of discourse “are the social organization and control of linguistic variation, and 
their elements (discourses, genres, styles) are correspondingly not purely linguistic categories but 
categories which cut across the division between language and ‘non-language’, the discoursal 
and the non-discoursal” (Fairclough, 2003, p. 24). This concept describes the social structuring 
of speech (verbal or non-verbal) or texts (written or as displayed by photographs or other means) 
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in different orders according to their relation to the underlying conventions of a specific social 
context. For example, in the context of a hospital there are different discourses used in the patient 
room, reception area and in the staff room, where these discourses may be similar, differ or 
overlap. The media provides another example of orders of discourse due to the fact that it is 
shaped by the struggle between “contradictory public sources and private targets, which act as 
contrary poles of attraction for media discourse; it is constantly being reshaped through 
redefining its relationship to – redrawing its boundaries with – these public and private orders of 
discourse” (Fairclough, 1995b, p. 63). As such, the media has to adhere to the social norms 
expected by the public, but also provide for the wants of their private targets, creating a power 
struggle that is ongoing. Understanding the negotiation between these orders of discourses is a 
way of discovering power relationships between the social actor and social structures since 
depending on which discourses are used, social reproduction or social change can be the 
consequence. 
 As such, in order to recognize this power struggle, critical discourse analysis (CDA) is 
utilized as a theory and a tool to examine the relationship between the social actor and social 
structures. Specifically, the goal of CDA is to understand how hegemonic agendas are 
disseminated in the public sphere via discourses as a means of perpetuating social injustices and 
maintaining the status quo (Fairclough, 1989, 1992, 1993, 1995a, 1995b, 2003, 2006, Farnell & 
Graham, 1998; Hill, 2008; van Dijk, 1993). The term critical in CDA is taken from Bourdieu 
(1977) in order to account for how people are not fully aware of the causes and effects of their 
social practices and language (as cited in Fairclough, 1995b). Fairclough (1995b) furthers this 
explanation by saying that when critically analyzing a text, we are looking for “connections 
between the use of language and the exercise of power,” because these connections are often not 
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clear to people (p. 54). Critical can also be seen to show “connections which may be hidden from 
people – such as connections between language, power and ideology” (Fairclough, 1989, p. 5). 
As such, CDA views language “as a means of social construction: language both shapes and is 
shaped by society,” meaning that it is not concerned with language use in and of itself but rather 
in “the linguistic character of social and cultural processes and structures” (Machin & Mayr, 
2012, p. 4). As such, CDA has specific steps in order to recognize these processes, which begins 
with a framework to analyze discourse. 
 In this dissertation, I have chosen to use Fairclough’s framework for CDA because it 
addresses the complexity of the relationships between discourses and social structure processes 
in order to see how these discourses develop and are shaped ideologically through power 
relations and power struggles, which ultimately illustrate how this interaction reproduce powers 
and hegemony in society (Fairclough, 1989, 1992, 1993, 1995a, 1995b, 2003, 2006). The 
complexity of the relationship between discourses and social structure processes is described by 
Fairclough (1993) as “opaque” because the links between discourses, ideologies and power may 
not be apparent to the social actor enacting them and because the causes and effects of social 
practices are not always clear. Therefore, in order to explain the opacity of these linkages, 
Fairclough created a framework that addresses the three dimensions of communicative events. 
As seen in Figure 1, the communicative event is broken down three dimensions: discourse as 
text, discourse as a discursive practice and discourse as a social practice (which are indicated by 
the use of all capital letters). It is important to note that discourse practices are mediating 
between sociocultural practices and texts, creating an indirect link between the latter two 
practices (Fairclough, 1995b). As such, sociocultural practices shape texts due to the fact that 
those sociocultural practices shape the nature of discourse practices, which reflect the ways in 
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which texts are produced and consumed (Fairclough, 1995b). Recognizing this linkage will be 
important for the researcher as analysis is done on each of the dimensions during CDA. 
Figure 1: A framework for CDA of a communicative event (Fairclough, 1995b, p. 59) 
 
 
 
 
 
 
 
 
To begin with, a researcher must analyze the first dimension, discourse as text. In order to 
do this, the researcher must look at how vocabulary, grammar, cohesion and structure are used in 
the text (Blommaert & Bulcaen, 2000; Fairclough, 1992). Therefore, the word choice, the 
sentence order, the mood and order of the text all are clues about how the social actor is making 
meaning about a specific subject being discussed. This can be seen through the use of 
nominalizations, modal verbs, pronouns and overlexicalization (Machin & Mayr, 2012). When it 
comes to critically analyzing other semiotic practices (like photographs or videos), elements like 
the setting, objects displayed, position of objects and colors must be taken into consideration in 
this dimension (Machin & Mayr, 2012) (for a detailed description of these linguistic and visual 
strategies, see Chapter 3). The reason that this first step is taken is because it helps the researcher 
peel back the first layer of the text, which is usually disguised to appear as normal and common 
sense in nature, but through this linguistic and visual analysis, ideologies can be revealed which 
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demonstrate a particular representation of certain events, people or ideas with a specific agenda 
in mind (Machin & Mayr, 2012). Once this first step is done, the researcher can move on to 
analyze discourse as a discursive practice. 
In the second dimension of a communication event, discourse as a discursive practice, the 
researcher tries to understand how discourses are “produced, circulated, distributed, [and] 
consumed in society” (Blommaert & Bulcaen, 2000, p. 448; Fairclough, 1992). This dimension 
is reminiscent of Bakhtin’s (1981) heteroglossia; however, where Bakhtin is concerned with the 
micro levels of discourse, Fairclough is looking to link the micro discourses to ideologies, seeing 
each as reflexive images of one another. As such, a detailed explanation of the text or semiotic 
practice must be given, where the relationship between the orders of discourse and the discursive 
practice is analyzed (Fairclough, 1993). Part of this analysis is seeking to understand which 
discursive practice is being utilized and if there is a combination of discursive practices being 
drawn upon (Fairclough, 1993). In order to recognize this combination of discursive practices, 
the researcher must look for intertextuality within the text or semiotic practice. This can be done 
by acknowledging when a text overtly draws upon another text, which is referred to as “manifest 
intertextuality” or by recognizing when a text is made up of different elements (conventions, 
discourse types, register, style), which is called “constitutive intertextuality” or 
“interdiscursivity” (Blommaert & Bulcaen, 2000, p. 448). Understanding intextuality gives the 
researcher a historical lens when looking at orders of discourse, through the configurations of 
discourses used by the social actor who is producing them in a specific context (Fairclough, 
1992). This part of the analysis allows the researcher to see how discourses have become and 
become ideologies through a specific communication or semiotic practice. This step needs to be 
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taken in order to understand how discourses become public discourses so that the next layer of 
analysis can be done, which examines discourse as a social practice. 
The final dimension of analyzing a communication event is looking at discourse as a 
social practice. In this step, the researcher must detect when discourses are “being represented, 
respoken, or rewritten” in efforts to resist the hegemonic “regimes of power” (Blommaert & 
Bulcaen, 2000, p. 449; Fairclough, 1992). At this instance in CDA, the researcher must look at 
the different contexts in which the discourses are being used, such as the situational context, the 
institutional context, and the cultural context, so that questions about power and ideology can be 
raised (Fairclough, 1993). In order to talk about this relationship between discourse and power, 
Fairclough adopts Gramsci’s (1971) term hegemony. This is done to first illustrate the control 
that can be seen in discursive practices, representing a “hegemonic struggle over orders of 
discourse;” and secondly to demonstrate how this hegemonic struggle, when looked at more 
broadly, can utilize discourses to maintain certain hegemonic powers (Fairclough, 1993, p. 137). 
However, Fairclough views hegemony (the relationship between discourse and power) as 
unstable, or what he calls a “temporary achievement,” which means that when a certain discourse 
becomes popular, this does not mean it becomes an order of discourse, but rather struggles to 
maintain its popularity in light of the creativity that is allowed in discursive practices 
(Fairclough, 1993, p. 137). As such, the social actor has the power to occupy intertextuality and 
combine various discourses and genres, constantly creating new discourses, which can ultimately 
result in social and cultural change.  
By analyzing these three dimensions as described above, the researcher is focusing on 
historical change as it is represented through the discourses he or she will analyze. Discursive 
practices are constantly being reproduced, rearticulated and challenged in relation to social issues 
  45 
occurring in society and CDA looks to acknowledge these processes. The ultimate goal of CDA 
is to discover how discourses are being used to maintain ideologies in society so that they can be 
combated to spark emancipatory change. For this study, I will specifically be focusing on the 
perpetuation of language ideologies as a result of discourses, in order to see how these ideas are 
reproduced, rearticulated or rejected. 
Language ideologies. When looking at how discourses maintain language ideologies, it 
is necessary to define language ideologies and point out how these two concepts differ and 
intersect. Language is more than a mere form of communication; it is an entity that is embedded 
with ideologies that affect how we interpret and interact in the social world, which gives it 
power. Examining language ideologies broadens the scope of the study of language from its 
meanings within the structure of linguistic units to looking at the “mediating link between social 
structures and forms of talk” (Woolard & Schieffelin, 1994, p. 55). In this way, language 
ideologies are connected to identity, aesthetics, morality, and epistemology and through these 
connections “they underpin not only linguistic form and use but also the very notion of the 
person and the social group, as well as such fundamental social institutions as religious ritual, 
child socialization, gender relations, the nation-state, schooling, and law” (Schieffelin, Woolard, 
& Kroskrity, 1998, p. 3). This suggests that there is a reflexive relationship between people as 
social actors and structures as social actors in the fact that there is a constant negotiation between 
the two as people choose to conform (or not) to linguistic standards put into place by a particular 
social structure. By looking at the relationship between people and social structures in this way, 
one can see the imbalance of power between the two. The individual as a social actor is often 
chastised, looked down upon or positioned in a particular way when using an inappropriate 
linguistic form in a particular context due to the language ideologies (which usually stem from 
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social structures) that are often taken for granted and have longed established norms that are not 
questioned. It is for this reason that the analysis of language ideologies is needed: in effort to 
understand where language ideologies come from in order to tease out and contest truths that 
have been reproduced and redistributed throughout history. Discourses are often used to do this, 
so it is important to understand the how these concepts are related and how they differ. 
Discourses are different from language ideologies, but the two have a symbiotic 
relationship. Language ideologies “shape and constrain discourse[s], and thus shape and 
constrain the reproduction of other kinds of ideologies” (Hill, 2008, p. 33) where discourses are 
“the production of talk and text” that fuel human interaction where language ideologies are 
enacted and produced (Hill, 2005, p. 159). This means that language ideologies illustrate how 
certain meanings and ideas are adopted and reproduced in our everyday social interactions via 
discourses, which are, in turn, the topics that are disseminated about language ideologies at 
specific points in time. These ideas overlap, with language ideologies informing discourses and 
discourses reproducing language ideologies. The intricacies of discourses were described in the 
previous section, now it is important to take a closer look at language ideologies and their 
construction. 
Four features of language ideologies. As mentioned above, language ideologies are 
embedded in our social world and are not often thought about as we interact on a daily basis, 
resulting in their reproduction. Language ideologies have four distinct features which include: 1) 
the construction of language and discourse in the interest of a majority group; 2) the use of 
“indices” by smaller groups within a larger sociocultural group as a way of creating distinct 
group membership; 3) the varying awareness of language ideologies by social actors; and 4) the 
way in which social actors mediate social structures and forms of talk. This section will look at 
  47 
these four features of language ideologies as well as a variety of empirical work that has 
addressed each feature.  
The first major feature of language ideologies is their representation of “the perception of 
language and discourse that is constructed in the interest of a specific social or cultural group” 
(Kroskrity, 2000, p. 8). Experience shapes how we view languages and discourses in our every 
day lives, but these experiences are highly affected by the social groups we are in. This aspect of 
language ideologies is related to Bourdieu’s (1991) idea of habitus, which posits that our 
perceptions, tastes and actions are influenced by our social contexts and those who also occupy 
those same contexts. As a result, standards are created from within that social space about what 
is correct or acceptable and thus, those who do not fit into those standards are judged differently.  
This is often studied empirically by looking at the interactions between two distinct social 
groups and how they are positioned when they come together in a common space. Ramsey 
(1997) confronted this issue as she examined the placement of deaf children into mainstream 
classrooms and found that teachers’ perceptions about these children were often associated with 
whether or not they had personal experiences with deaf people. There was an overall consensus 
that deaf children had the right to attend public school, but many teachers pointed to linguistic 
differences as the major factor in the lack of integration of deaf children within the mainstreamed 
classroom. Along the same line of studying habitus and its effects on schooling, Heath (1982) 
did a study where she examined the use of questions in and outside the classroom by both white 
and black families. This five-year study showed that black children were asked fewer questions 
at home during their socialization period in comparison to white children, putting them at a 
disadvantage in the classroom where teachers (most often white) created linguistic dynamics that 
were in line with the way in which they were socialized (learning via questions). As a result, 
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black children were often seen by teachers as less intelligent or poorly behaved because they did 
not respond to the teachers’ questions in the same ways as white children. Both these studies 
show how the linguistic and social habitus of one group (usually the dominant) affects their 
views about another group (usually the minority) without trying to understand the linguistic or 
social differences. As a result, the minority group is usually marginalized for not fitting into the 
mold expected by the dominant group. It was the goal of these studies to try to bring out the 
differences and encourage pedagogical change rather than place blame on the minority group for 
not conforming. By understanding this facet of language ideologies, one can see how experience 
via one’s context and the people in that context can affect how one views others that are not a 
part of that space; however, language ideologies should not be dichotomized because of this, 
rather the multiplicity of them also needs to recognized. 
The second feature of language ideologies is the understanding of their multiple nature in 
relation to the social divisions (class, gender, generation, etc.) within sociocultural groups that 
can cause various perspectives that produce “indices” of one’s group membership (Kroskrity, 
2000, p. 12). This feature speaks to the differences that are found within large sociocultural 
groups, which are often described as homogeneous, when in fact there are multiple smaller 
groups that make up the larger one. In order for the smaller groups to distinguish themselves 
from the large group, they create markers that index their difference. In this sense, these indices 
are what Silverstein (1976) defines as “creative (performative)” because new relations are 
created, made explicit and establish how interaction occurs (as cited by Urciuoli, 1996, p. 7). 
Although these distinctions may not be recognized by those outside the larger sociocultural 
group, those within are usually able to distinguish the difference. 
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This idea is exemplified in the works of Mendoza-Denton’s (2008) ethnography of Latina 
girl gangs in Northern California and Hill’s (2000) analysis of George Bush’s 1988 presidential 
acceptance speech. In Mendoza-Denton’s work, she explained how young Latina girls used 
clothes, makeup, music and language as indices to their national and social backgrounds as well 
as to point to which gang they were affiliated with. In rebellion against traditional ideologies and 
to separate themselves from being just Latina, these girls created their own ideologies, where in 
order to be a part of their group, one had to follow these new norms. Hill’s analysis of Bush’s 
speech is a bit different as the multiplicity of ideologies is illustrated through the intention of 
speechwriters and what was understood by the general American public. Bush’s use of “Read my 
lips: No more taxes”9 was an effort by speechwriters to erase his image as a “wimp” and index 
masculinity in efforts to make him more appealing to “working-class” America (Hill, 2000, p. 
273). The speechwriters were not thinking of this as a direct promise to the American people, but 
rather as discourse of theater, causing the line to backfire on Bush when he had to raise taxes. 
The language ideologies held by speechwriters were based on creating a positive image of the 
newly elected president by any means necessary; whereas, the language ideologies of the 
Americans were based on their expectation of truth, resulting in their disappointment and moral 
judgments against George Bush. These two works represent the multiplicity of language 
ideologies in different ways, but both address how language can be used as an indicator of 
distinction. In order for this distinction to be made, however, there needs to be some recognition 
of language ideologies by people. 
                                                
9 This line is from Clint Eastwood’s famous role as a tough San Francisco cop in the 
movie Dirty Harry. It was the goal of the speechwriters to relate Bush to Eastwood in efforts to 
associate him with Eastwood’s iconic masculinity.  
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As members of society, people have “varying degrees of awareness of local language 
ideologies” (Kroskrity, 2000, p. 18), which is their third feature. As people go through their daily 
lives they have the freedom to choose how to act and talk in a particular space; however, the 
degrees to which people think about this freedom varies. According to Kroskrity (1998, 2000), 
discursive consciousness and active ideological contestation are highly correlated, meaning that a 
person who is aware of certain language ideologies is more likely to challenge them. This can be 
seen through the efforts of feminists to challenge American English gendered speech practices 
(Silverstein, 1985). In contesting the use of he as the only pronoun used when referring to 
people, feminists were openly opposing the male-centeredness of English speech patterns. Their 
awareness of this language ideology helped them combat it, which is why it is important to 
continue to reevaluate and address language ideologies as scholars. 
The final feature of language ideologies is the way in which people use them to mediate 
between forms of speech and social structures (Kroskrity, 2000). While this can be done by 
anyone, scholars are the primary agents who look to analyze how language ideologies have been 
established and then try to reexamine talk in a new fashion in efforts to try to reconceptualize 
how language is seen. Irvine and Gall (2000) exemplified this effort as they reevaluated 
linguistic, historical, and ethnographic cases where language ideologies and cultural truths were 
used to explain language differences. Patterns emerged and three semiotic processes (iconization, 
fractal recursivity, and erasure) were found showing how linguistic differences have been 
ideologically framed. The authors then used three case studies and looked at those processes to 
show their misrepresentation of language differences via language ideologies that were held by 
previous researchers and they reevaluate the studies, proposing new ways to look at language 
differentiation in those particular cases. It is through studies like this one that language 
  51 
ideologies can begin to be identified and reconsidered in an effort to better understand the 
interplay between language, individuals, and social structures in our society.  
The four features described above illustrate how language ideologies get perpetuated in 
society. The first feature illustrated that when language and discourse are used in favor of a 
majority group, it excludes a minority group allowing for the language used in that majority 
group to be valued more. The second feature demonstrated how groups created within a specific 
sociocultural group can use indices in order to create distinctive characteristics, which reject the 
norm and allow for the creation of ideas. The third feature explained that the awareness of social 
actors varies when it comes to language ideology, which is usually indicative of social actors’ 
experiences. Finally, the fourth feature addressed how social actors negotiate different forms of 
talk and social structures, which was demonstrated mostly by academics. By understanding these 
features, the truths and norms that are currently in place can be questioned and challenged rather 
than be reproduced. The next section will explore the intersection between the spread of English, 
discourses and language ideologies by using the case of Chile to understand how these ideas play 
out in the country. 
English in a global context, discourses and language ideologies: The case of Chile. 
As mentioned previously in this chapter, globalization and neoliberalism have affected education 
around the globe in many ways, especially in regard to English language policy. Countries are 
trying to prepare students for the future and globalization is something, like it or not, that they 
must consider. As a result, many countries are adopting 21st century plans for students in order to 
prepare them for a future that is uncertain. This need for 21st century skills became a common 
discourse in the public sphere and in 1991, the Chilean government and the World Bank 
combined to initiate reform in Chilean schools and universities with the goals to “invest 
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strategically in order to adapt to rapid economic and technological change through education, to 
improve attainment across the board at the primary and secondary levels, and to increase 
progression through to higher education and investment in lifelong learning” (Matear, 2008, p. 
135). English knowledge is an important part of this reform because it was seen as an investment 
for the future of Chile.  
As such, globalization discourses have been used by politicians and the media in order to 
express the value and the necessity of English. These two parties have used their influence and 
taken globalization and transformed it into an agent of power that calls for the need for English 
for both national and individual growth. Discourses about globalization express the need for a 
lingua franca in order to improve international trade (Matear, 2008) as well as the need for 
educational reform efforts that will “provide the skills and the knowledge necessary to sustain 
Chile’s economic and social development and enhance its national innovation capacity” (World 
Bank, 2005a). Hernán Cheyre, the Executive Vice-President of La Corporación de Fomento de 
la Producción [CORFO] (Chilean Economic Development Agency) displays his support for 
these ideas when he expressed: “[W]e want to overcome the shortcomings that exist in English 
language abilities, we want to have better prepared professionals and workers and foreign 
companies that want to come to Chile and invest because of our qualified Human Capital” 
(InvestChile, 2011). As a result, English programs are being promoted in schools and those who 
do become bilingual are being told they will be rewarded with a salary that is on average 33% 
more than what is considered normal in Chile (La Corporación de Fomento de la Producción, 
2011). In addition, Chile is also positioning itself as “facilitating fair access to knowledge and 
progression” (Matear, 2008, p. 134), by offering English as a course to all students since in the 
past, English learning was only reserved for the elite. This results in English being framed as a 
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stepladder by which Chile, as a nation, can improve its economic success, as well as offers 
Chileans, as citizens, a means towards social mobility. 
Through this framing, one can see two dominant language ideologies that are being 
indexed through these discourses. When these social actors speak of English as a way towards 
economic success and social mobility, they are indexing the language ideology of English as a 
necessity for the future, while when they talk specifically about helping Chile grow they are 
indexing English as a means for national growth. The globalization discourses are used to 
invoke these ideologies, which results in the commodification of English. Thus, individuals must 
buy into the discourses of globalization in order to reproduce the neoliberal ideologies that are 
being employed. This idea is supported by Bourdieu (1991) who asserts: “What creates the 
power of words and slogans, a power capable of maintaining or subverting the social order, is the 
belief in the legitimacy of words and of those who utter them. And words alone cannot create 
this belief” (p. 170), which illustrates the dialectical relationship between individuals and 
discourses. As a result, individuals begin to believe that English can lead to social mobility 
because it has been marketed as a means to open doors for those who learn it, leading the 
English learner to not only help himself or herself socially advance, but also help Chile maintain 
its economic success. In this way: 
Class mobility has become central to the idea of the good citizen, and perceptions of 
language are tightly tied to ideas about class mobility. Race/ethnicity and gender may be 
accidents of birth but, ideologically, people should be able to control class mobility and 
language (Urciuoli, 1996, p. 138). 
Therefore, Chilean students, as individuals, are responsible for taking advantage of the English 
programs provided to them which can help lead them to social mobility and as a result help Chile 
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grow. The ideology that lies behind this stems from neoliberalism, as it invokes self-governance 
and ignores structural barriers that may hinder students’ development in English. By using 
globalization discourses and stressing the possible economic and social mobility, the politicians 
in Chile created a language ideology that appealed to the population’s imagined needs, even if 
the goals that were presented were never meant to be realized. 
Despite all the globalization discourses promoting English, the implementation of 
mandatory English language policy has received criticism by some within the country. Lack of 
resources and qualified teachers, especially for working-class students, are the major complaints 
against the program (Aravena & Rodríguez, 2006). Students are required to take a course, yet the 
tools given to them are not what they need in order to succeed. In 2006, it was reported that only 
55% of English teachers in Chile had their certification in teaching English and that most of 
these teachers taught the courses in Spanish (Aravena & Rodríguez, 2006). In 2013 this trend of 
unprepared teachers was still seen where 34% of English teachers were reported to not have the 
basic English language skills required to teach the subject (Urzúa, 2013). These results came 
mostly from public and charter schools, since most private schools have an intense screening 
process for teachers. Due to the poor resources in public and charter schools, the Ministry of 
Education began an exchange program to have native-English speakers travel to Chile to provide 
an immersion environment for the students. However, being a native-English speaker and 
holding a university degree are the only requirements, resulting in teachers who speak the 
language, but who are not necessarily prepared to teach. These various factors show major issues 
between policy as a discourse and policy as a practice and thus index two important language 
ideologies. 
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 English as a privilege and the ideal English teacher are the language ideologies present 
in the discourses above. Even though PIAP seeks to be an equitable program, when its policies 
are put into practice, it reveals that learning English still remains a privilege in Chile. This 
language ideology can be pointed to through discourses which refer to the lack of resources and 
qualified teachers, which in turn cause people to believe that English still is only accessible for 
those who can afford it. In the same way, the language ideology of the ideal English teacher is 
also perpetuated through the discourses describing the recruitment of English teachers from 
abroad. Instead of improving teacher training or trying to help teachers in Chile learn the 
language, the government has sought help from native speakers, who often are not trained in 
language pedagogy. As such, this action reinforced the native speaker fallacy, where native 
speakers are seen as the ideal language teachers due to the fact that English is their native 
language (Canagarajah, 1999; Pennycook, 1994; Phillipson, 1992).  
Through this brief presentation of how the spread of English, discourses and language 
ideologies intersect in Chile, I hoped to show how these theories explained are playing out in a 
specific context. This dissertation will look at many other discourses and language ideologies, 
but this section was created to give a broader picture of how these concepts are occurring at a 
national level, so that the local perceptions that will be presented can be contextualized. 
However, before this can be done, one last theoretical field must be addressed, which is the issue 
of social reproduction, which can be seen through the disconnection of the policy and practice of 
PIAP.  
Social Reproduction in Chile 
Education in Chile, as in most countries, is presented as an unbiased mean by which 
students can move themselves up the social ladder, where the meritocratic myth is reiterated and 
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the idea of pulling yourself up by your bootstraps is reinforced. In Chile, this myth is part of a 
neoliberal logic that establishes itself in notions of individualism and self-sufficiency, where 
students are expected to take responsibility for their education, especially in a country where the 
educational system is based on choice. Students who do not succeed in education often blame 
themselves (Freire & Macedo, 1987) because they have internalized the discourses surrounding 
education as the universal way towards success. This myth; however, is challenged by social 
reproduction theorists who see schools as a space that reinforces social inequalities, while 
“pretending to do the opposite” (MacLeod, 2009, p. 11). In this way, schools are presented as 
sites that are a means of social mobility, yet in reality, they are actually geared towards the 
maintenance of social class.  
This concept began through studies that showed the curricular and structural differences 
between working class, middle class and elite schools. The differences between the schools is 
attributed to the fact that schools are conditioning students to take on the role of their parents, 
resulting in social reproduction (Anyon, 1980, 1981; Apple, 1971; Bowles & Gintis, 1976). As a 
result, working-class schools focus on memorization, rules and controlling behavior, while elite 
schools are more democratic, allowing for students to think and monitor themselves with little 
supervision. Through this form of socialization, schools produce a hidden curriculum (Anyon, 
1980; Apple, 1971; Fairclough, 1989) where values and attitudes that are needed to maintain a 
capitalistic economy are reinforced; therefore, working-class students are taught to behave and 
take orders with the expectation that they will get a low-status job, while elite students are taught 
independent thinking in order to prepare them to become future leaders.  
This framework can be seen in how people view education in Chile. Due to the neoliberal 
nature of the education system in the country, schools are highly segregated according to socio-
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economic status and it has remained this way even after the return to democracy. It was recently 
reported by the Organization for Economic Co-operation and Development (OECD) that Chile’s 
educational system is the most segregated system out of the 34 countries of the OECD 
(Fernández Bolvarán, 2011). This means that working-class students will not attend the same 
schools as middle-class or upper-class students and vise-versa. Students are actually 50% more 
segregated in schools than in their urban neighborhoods, which affects the quality of education 
for working-class Chilean students (Fernández Bolvarán, 2011). The reason for this is that 
private and subsidized private schools have included admission tests that working-class students 
cannot pass or have raised the out-of-pocket money that parents have to pay, to keep the 
working-class children from attending (Fernández Bolvarán, 2011). This inequality due to 
segregation inevitably seeps over to English language policy since the implementation varies 
greatly according to the type of school a child attends. 
The fact that socio-economic status is highly connected to quality of education 
demonstrates the power that the Chilean elite have in maintaining their position in society. As 
mentioned in the previous section, PIAP offers English to all Chilean students, making it a 
supposed equitable program. As such, it offers both upper, middle and working-class students 
access to English, a commodity that once had to be paid for. However, the implementation of 
PIAP in schools varies according to the type of school that students attend. Private schools and 
some subsidized private schools have more hours of English, begin English classes at an earlier 
grade, and have teachers who speak and are trained in teaching English (Urquieta, 2011). Public 
schools and the other subsidize private schools, on the other hand, just comply with the 
minimum requirements of PIAP, leading to less hours, a later start with classes, and teachers who 
are ill-prepared to teach the language. This shows that those “children who already have the most 
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at home continue to receive the most at school. Yet students are expected to compete 
academically as if they lived and learned on equal playing fields” (Darder, 2002, p. 78). 
Education cannot be transformative if there is deep socio-economic stratification that is 
“contingent on the purchasing power of the family” (Matear, 2008, p. 143). This type of 
implementation shows that students who would have had access to English before PIAP are still 
the same children who have access to it now, positioning themselves as the future leaders of 
Chile. English has “very little to offer the majority of learners in many societies” and this is 
shown through the lack of resources in the classroom and the “very little likelihood of ever being 
called upon to practise the English they are learning;” therefore it can be seen that fluency in 
English is preserved for the social elite (Naysmith, 1986, p. 6). When framing English language 
education in this way, aspects of social reproduction can be seen. However, while the 
information provided may be true to an extent, it is a deterministic way of viewing education 
because it does not account for human agency, which is a necessary factor when looking at social 
reproduction. 
Paul Willis addresses this search for agency within structures in his ethnographic study 
Learning to Labor as he stresses the need to focus on the mechanisms of the process as they are 
actually lived. This means that class is not reproduced solely via structures, rather through the 
everyday interactions that individuals have with one another and with structures. In this way, 
Willis (1977) explains: 
class culture is not a neutral pattern, a mental category, a set of variables impinging on 
the school from the outside. It comprises experiences, relationships, and ensembles of 
systematic types of relationship which not only set particular “choices” and “decisions” at 
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particular times, but also structure, really and experientially, how these “choices” come 
about and are defined in the first place. (p. 1) 
As a result, Willis discovers a divide between two groups of students that come from the same 
working-class background, demonstrating his idea that class culture varies depending on how 
individuals experience and make choices in the world. The lads, the counterculture group of 
students that he was studying, reproduced their social class, but not as passive recipients; rather, 
they engaged in cultural production, which allowed them to create alternative cultural forms that 
have specific meanings to their class. Therefore, there is a reflexive relationship between 
structures and the cultural sphere, where they each influence each other in a complex manner. 
 Willis’ take on social reproduction shows the intricate way in which class, school, and 
policy affect and are affected by one another. This is an important lens to use in the case of 
Chile, since many studies have only pointed to the structural inequalities as indictors of failure 
on the part of working-class students (Parry, 1997; Gauri, 1998; Matear, 2008; Espinoza, 2008; 
García Palomer & Paredes, 2010; Fernández Bolvarán, 2011; Urquieta, 2011), but none have 
sought to explain the more complex nature between these factors.  
 My study hopes to add to the literature and theory surrounding schooling, language 
policy, and social class by using social reproduction and language ideology as conceptual 
frameworks within a neoliberal and globalized context. As a result, while acknowledging the 
impact of structures through my analysis of policy as a discourse, I will also look at the cultural 
production of technical-professional students as I try to understand their lived experiences as 
they encounter language policy in their school and their daily lives.  
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Conclusion 
 In this chapter, I explored neoliberalism, globalization, discourses, language ideologies 
and social reproduction because they are concepts that influence how I view my study. 
Understanding neoliberalism is important because it contextualizes the political and cultural 
atmosphere of Chile. I presented three different ways in which neoliberalism can be seen. First, 
neoliberalism as a strategy describes the influence globalization had on the international market 
and countries efforts to privatize institutions and give power to the individual and take it out of 
the hands of the nation-state. The second viewpoint is neoliberalism as an ideology, which uses 
freedom and choice as discourses to make neoliberalism a common sense idea in societies, thus 
making citizens responsible for their decisions, rather than looking to structural deficiencies. 
Lastly, neoliberalism as actually existing was presented, where neoliberalism is taken out of its 
ideal state and placed into a historical context, demonstrating its many flaws. I examined 
neoliberalism in Chile from this lens, showing how it has become a taken-for-granted idea 
among citizens and impacts how they view the world. 
 I then analyzed the global spread of English and how this phenomenon is presented by 
different scholars. The rational-functionalist perspective looks at English as a commodity and 
how it can help people obtain a better future, which contrasts with the linguistic imperialism 
perspective, which sees this commodification of the language as a way to maintain capitalism 
and hegemonic powers around the world. The institutionalist perspective differs from the other 
two perspectives because it frames English as an academic resource, acknowledging the 
economic gain, but putting priority on cultural knowledge that can be obtained. This analysis 
helps to demonstrate the multiple ways that the expansion of English can be seen, which is 
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important when thinking about how my participants described this phenomenon through their use 
of discourses. 
 Since discourses are an important part of this study, it was necessary to define this 
concept. An important aspect that was highlighted was the dual nature of discourses, where 
social structures create and spread discourses, but social actors have the choice to choose which 
discourses they will use, which can result in their reproduction, rearticulation or contestation. I 
then described the theoretical aspects of critical discourse analysis and the three dimensions that 
must be explored when implementing it: discourse as text, discourse as a discursive practice and 
discourse as a social practice. The first dimension requires that the researcher use linguistic and 
visual strategies to discover how events, people or ideas are being portrayed through discourses, 
where the second dimension seeks intertextuality in the texts so that the different discourses 
being used can be contextualized. The final dimension has the researcher looking to see how 
discourses rearticulate hegemonic ideas so that they can be combated. This type of evaluation 
allows the researcher to identify language ideologies, which have a dialectical relationship with 
discourses. 
 In order to understand this dialectical relationship, I then explained language ideologies 
and how they are created by a set of beliefs that social actors use to justify how different aspects 
of languages are perceived. There are four main features of language ideologies, which create 
dominate ideas about how language is seen. The first feature favors the majority group’s 
language in a specific context, which means the language of a minority group is not being 
valued. This contrasts with the second feature where the focus is on how social actors can create 
their own forms of language within a specific sociocultural group, putting priority on that 
language, rather than majority language. Awareness of language ideologies and the fact that it 
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varies depending on the social actor and the experiences of that social actor makes up the third 
feature. Finally, the negotiation that social actors have with social structures and language is the 
fourth feature, but it must be noted that the social actors in this feature are usually academics. 
After explaining these four facets, I illustrated how discourses and language ideologies play out 
in the Chilean context by explaining how the expansion of English was being discussed in 
scholarly literature. 
 Finally, I explored social reproduction as both a deterministic viewpoint and a more 
flexible viewpoint, where agency was taken into consideration. Here, I explained how schools 
are often seen as the grounds to socially reproduce social class and illustrated this with an 
example from the Chilean context. I then described Willis’s view on social reproduction, where 
agency was understood as a factor, resulting in the cultural production of how students made 
meaning of their lives in relation to the larger society.  
 Each of these theories explained above touch on the quote given by Omar at the 
beginning of this chapter. His reference to change of the Chilean consciousness is something that 
not only reflects the national necessity for English, but it also implies the economic desire to 
advance in a neoliberal and global era. These are ideas that perpetuate the rational-functionalist 
approach and through the discourses used by Omar, he reinforced the language ideology that 
equates the knowledge of English with future success. As such, Omar fails to acknowledge the 
social differences that may make learning English difficult in this quote; however, this does not 
mean that he does not see those barriers.  
For Omar, when we were speaking about mandatory English policy at Santiago Institute, 
he was providing me with his perception at that moment in time, which happened to reproduce 
neoliberal discourses, yet throughout my contact with him he also acknowledge the social 
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inequalities that occurred in Chile in regard to language learning. His view about English 
language policy in Chile varied depending on specific factors and this fluctuation of how he 
envisioned the world is of great importance in this study. Omar is representative of how social 
actors have multiple perspectives at different moments in time depending on the context, which 
must be kept in mind throughout this dissertation. As such, I chose ethnography as my 
methodology in order to see the multiple perspectives that people have, not only among each 
other, but also within their own thought processes. It is my goal to see the multiple perspectives 
that people have about English in the neoliberal Chilean context, which vary depending on the 
experiences, social actors and discourses being used. This idea of having multiple perspectives is 
key in this dissertation and I will explore it further in the next chapter as I explain how I envision 
ethnography as well as my procedures for this study.  
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CHAPTER 3. METHODOLOGY AND PROCEDURES: ETHNOGRAPHY AS A 
SNAPSHOT OF A GLOBAL ISSUE 
The ethnographer, like the artist, is engaged in a special kind of vision quest through 
which a specific interpretation of the human condition, an entire sensibility, is forged. Our 
medium, our canvas, is “the field,” a place both proximate and intimate (because we have lived 
some part of our lives there) as well as forever distant and unknowably “other” (because our 
own destinies lie elsewhere). In the act of “writing culture,” what emerges is always a highly 
subjective, partial, and fragmentary — but also deeply felt and personal — record of human 
lives based on eyewitness and testimony. The act of witnessing is what lends our work its moral 
(at times its almost theological) character. So-called participant observation has a way of 
drawing the ethnographer into spaces of human life where she or he might really prefer not to go 
at all and once there doesn’t know how to go about getting out except through writing, which 
draws others there as well, making them party to the act of witnessing  
(Scheper-Hughes, 1992, xii). 
Scheper-Hughes (1992) describes the work that an ethnographer sets out to complete as a 
vision quest, which I believe has various stages. For me, the first stage was presented in Chapter 
2, where I explained the social context of the phenomenon as well as the lenses I utilized while 
in the field. Now it is important to look at the actual canvas I used to interpret and come to 
conclusions about how English policy is perceived in Chile. By recognizing the individual sites 
and participants in light of the social context already given, I hope to demonstrate how the spaces 
and people I observed reflect a particular moment in time. The descriptions I give about the sites 
illustrate how an institution was attempting to confront the global spread of English in the 
classroom, while those I give of the participants give clues to how these people view themselves 
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as well as how they are viewed by others in society. Due to the differences between the sites and 
the participants involved, I hope to show multiple perspectives about how these parties were 
understanding and making meaning of English language policy at this time. It must be 
understood that I am presenting these concrete details in efforts to write culture through the 
lenses I described in the previous chapter as well as through my experience in Chile. 
This concept of writing culture is important since ethnography, as a genre, is concerned 
primarily with culture, where the ethnographer “is faced with a series of interpretations of life, or 
common-sense understandings, that are complex and difficult to separate from each other” 
(Bogdan & Biklen, 2007, p. 28). In this way, the ethnographer is challenged to “share in the 
meanings that the cultural participants take for granted and then to depict the new understanding 
for the reader and for outsiders” (Bogdan & Biklen, 2007, p. 28). In order to do this, however, an 
ethnographer must define culture, since it is a contested term, so that his or her standpoint is 
available to the reader.  
First of all, it must be understood that culture should not be viewed as an objective social 
fact that simply exists in the social world as suggested by Durkheim (1982), but it also cannot be 
looked at as a completely subjective matter that only exits in individuals’ heads; rather, there 
should be an understanding that cognition and behavior cannot exist without one another, which 
means these two factors are in a constant dialectical relationship (Mehan, 1982). As such, in the 
case of my ethnography, I have chosen to define culture as “a set of symbolic and material 
forms, affected but not determined by history and structure, actively appropriated or ‘produced’ 
in groups to bring order and satisfaction to experiences” (Eisenhart, 2001, p. 213). By defining 
culture in this way, I am choosing to see the reproductive and transformative nature of culture 
through the lived experiences of my participants. This allows my participants to be viewed as 
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agents, but also acknowledges the structural factors that affect their lives, both of which are 
important concepts to me. 
While other methodologies could have been used to examine culture in this way, I 
believe that ethnography allows for a richer description and a more in-depth look at the 
experiences of people when examining them in light of their context. As a result, my 
ethnography focused on the voices of teachers and students in efforts to understand their 
everyday experiences with English language policy at school. I aimed to show how teachers put 
policy into practice and understand their interpretation of what it means to be an English teacher 
at Santiago Institute, while also investigating how students’ backgrounds, current experiences 
and general ideas affected their views of their English classes as well as their future goals. 
However, in order to do this, I was also required to illustrate how public discourses, the 
curriculum and the program director portrayed English so I could establish the multiple contexts 
in which teachers and students engage with the language, not only in the classroom, but also 
outside of it. 
Due to this multi-level analysis, it must be noted here that I am not interested in 
evaluating the program or the opinions or actions of my participants, rather I am looking to 
analyze the continuities and discontinuities that occur in the social world of the participants as 
they make meaning of their situations. In order to do this, it is important to understand how I am 
envisioning my ethnography, therefore the following sections will address my study site, 
participants, role, selection criteria, instrumentation, data collection, and data analysis 
procedures.  
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Study Site 
  It is important to acknowledge the study site because by doing so I am recognizing the 
fact that different settings affect and influence the social actions of my participants (Ball, 1990). 
It also must be noted that there are many settings within schools (Ball, 1990) and I will describe 
those specifically in order to establish context throughout this dissertation. In this section, I will 
explain the more general settings so the reader can understand the different contexts of my study. 
First of all, my main study site is Santiago Institute, a prominent technical-professional institute 
in Chile, which I have described in detail in the previous chapter. As such, this section will focus 
on the campuses that I went to for classroom observations: Manuel Montt and San Joaquín. 
 To begin with, Manuel Montt is Santiago Institute’s main campus (casa central) and the 
location where I spent the majority of my time due to the fact that it was near my place of work 
at the time. Manuel Montt is located in the bustling commune of Providencia, which is ranked as 
the third best commune of Santiago due to its proximity to businesses, transportation, safe 
housing, medical facilities and cultural opportunities (Orellana, 2015). This location makes 
Manuel Montt an appealing campus because it is steps away from cafes, bars, shopping centers, 
and businesses. Students thus have food options, ways to entertain themselves between classes 
and many work in businesses nearby, allowing them to attend class without the hassle of using 
the overcrowded metro or buses.  
The three colleges that are housed at this site are the School of Tourism, the School of 
Information Technology and Telecommunications and the School of Business and 
Administration. These schools are a perfect fit with the location since most students who are 
taking classes in these colleges will eventually end up working in the Providencia area. There are 
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around 7,300 students who attend Manuel Montt and over 400 instructors or professors (Instituto 
de Santiago Sede Manuel Montt, n.d.).  
The campus is divided into three buildings. The main building is an old construction from 
when the school was first founded. The classrooms have a whiteboard, a desktop computer, a 
pull-down screen and a projector. English teachers who were located in this building did not 
have access to the technology resources that were contained in the electronic version of the book 
because the computers in these classrooms were older and could not support the new software 
nor did they have internet. The second building was being constructed while I was there, but 
there were a few classrooms being used for classes. These classrooms have a roll-away white 
board, a flat-screen television and new computers in each room. As such, the teachers in these 
classrooms had access to the electronic resources in the book as well as access to the internet. 
The last building is a 14-story modern glass construction that houses all the administrative 
offices, the library and the cafeteria.  
San Joaquín was the second site that I visited, but with less frequency due to its location. 
San Joaquín is located in the commune of San Joaquín, which is ranked 76th of the 93 communes 
of Santiago (Orellana, 2015) based on the fact that this commune lacks many of the factors 
mentioned above about Providencia. That said, this campus is located right off of the metro on 
Vicuña Mackenna, one of Santiago’s busiest main roads. Due to this, access to outside amenities 
is low. There are no supermarkets or restaurants nearby, causing many street carts to line the 
sidewalk selling candy, chips and hotdogs. The area is highly residential with different institutes 
scattered between the apartment buildings, meaning that students mostly stay on campus during 
their free time and students that work must commute to school.  
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This campus is fairly new, founded in 2011, and it holds the School of Health, the School 
of Engineering, the School of Information Technology and Telecommunications and the School 
of Construction. The number of students is not reported on this campus, but there are over 240 
instructors and professors (Instituto de Santiago Sede San Joaquín, n.d.). 
There is one main glass building where classes are held, but this site also has a simulation 
clinic for medical students and an automotive technology center and an electronics and 
automation technology center for engineering students. All classrooms on this campus have new 
computers, flat screen TVs, and whiteboards, allowing English teachers access to the electronic 
book and the internet. The library is located on the ground floor and there is access to a balcony 
area where students can relax and eat in between classes. 
Understanding the settings of these two campuses is important because those contexts 
affected the results of my findings. The fact that most majors at each of these campuses are ones 
that are associated with the need to know English was a factor that I had to keep in mind while 
analyzing the perspectives of the teachers and students. Also, it is important to note that these 
sites were chosen for me by the program director, because he felt they best represented the 
English program. For the director, Manuel Montt held a perspective of experience while San 
Joaquín held a fresh perspective. Acknowledging the similarities and differences at these sites 
helps to show how the context can be key in how teachers and students experience the English 
program due to their surroundings. 
Participants 
 My participants can be broken down to three main groups, administrators, teachers and 
students (Appendix A). I chose these specific groups because they represent the top down model 
of policy (Sabatier, 1986; Fitz; 1994; Dyer, 1999), where decisions are made by a few people in 
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charge (in this case the program director and site coordinators), who then give policy to teachers 
who are responsible for interpreting and implementing the policy, which ultimately affects 
students and their learning process. It is important to understand this process and the people it 
concerns because it will help shed light on the social actors involved in the various aspects of 
policy creation and implementation. As such, I chose key informants who will be described in 
detail in this section. It is important to note that a key informant offers a perspective on a 
phenomenon, but it is not the only perspective on that matter; rather, 
[i]t embodies its own distortions and partiality. The accounts of events, or history, or 
people to whom the researcher has no direct access sponsored by key informants will be 
biased and limited by the roles and commitments the informants hold. Those accounts are 
not neutral or necessarily accurate. Informants have their own concerns and purposes for 
being helpful. (Ball, 1990, p. 164) 
Therefore, the opinions and beliefs expressed to me by these key informants are constructed by 
how they make meaning of the world, but that does not necessarily mean that is how things 
actually are. This is important to remember when discussing policy because participants interpret 
policy in their own way, which may be completely disconnected with the intended purpose of the 
policy, but that does not make it any less valid.  
 The following section will give brief profiles of my key informants, which were divided 
into three groups, administrators, teachers and students. Pseudonyms were used for each of these 
participants in order to protect their privacy. Participants were asked to provide their own 
pseudonyms, which proved difficult at times and most students just picked names of their peers 
or famous actors. 
Administrators. As such, I will start with the head of Santiago Institute’s English 
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Program, Alonso Chávez. Alonso grew up in Cuba and began learning English at the age of 15. 
This was in the late 80s when the socialist bloc collapsed, causing Cuba to switch from Russian 
as its main foreign language to English. Alonso saw English as “a great opportunity,” and 
decided to start learning it. Right at that time, the United Nations began a program for education 
and culture in Cuba where the goal was to train young people in the English language so they 
would be prepared to teach the language in 3 years time. They were specifically looking for 
teenagers and Alonso decided to join the program, which is how he “stepped into the English 
world.” 
He worked for a few years as a teacher and then made a career switch. He began working 
in music promotion, where he had to travel frequently and “deal with different markets and 
different people and English was definitely the key to success.” That job took him to Chile on 
five different occasions and on his fifth trip he was offered a job at Santiago Institute, but as an 
external teacher as part of the Corfo10 scholarship program. This offer was a sign that his 
vocation was calling him once again, so he took the job and a new adventure in a new country. In 
only 5 years, Alonso has quickly climbed the career ladder, going from an external part-time 
teacher to an internal full-time teacher to the current director of the English program. This 
progression has caused Alonso to see English as a tool to help gain a successful future, which 
affects his vision for the English program. 
Alonso’s principle contacts are the site coordinators, who are in charge of relaying policy 
                                                
10 Corfo (Corporación de Fomento de la Producción de Chile): The Production 
Development Corporation of Chile is a Chilean governmental organization that aims to spark 
economic development in the country in order to “improve the competitiveness and 
diversification of the country by encouraging investment, innovation and entrepreneurship, as 
well as strengthening human capital and technological capabilities to achieve sustainable and 
territorially balanced development” (Corfo, 2015). As such, Corfo provides national scholarships 
to people who want to study English, allowing them to take classes at discounted prices. 
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and best practices to teachers. Antonella Romero is the coordinator of Manuel Montt and Renata 
Ureta is the coordinator of San Joaquín. I never saw Antonella in the 9 months that I was doing 
my research and I only communicated with her via email. Aside from being a site coordinator, 
she is also the academic coordinator of the CORFO classes, which is why she was difficult to get 
a hold of. Antonella has worked as the CORFO coordinator since 2009 and she has a Masters in 
English Linguistics from the Universidad de Chile. Renata, on the other hand, was always 
present on the San Joaquín campus, but she was always busy doing classroom observations, so it 
was difficult to sit down and talk with her. She has a Masters in Educational Psychology and is 
also an English - Spanish Simultaneous Interpreter and Translator who graduated from Escuela 
Americana de Traductores e Intérpretes. It should be noted that both these women refused to 
participate in interviews with me, therefore any description that I will give about them or their 
duties will be based on what the participants told me. The information I have described above is 
taken from their teacher profiles from the Santiago Institute website. 
Understanding these participants is important because they are the face of policy. It is 
through their decision-making processes that policy gets transmitted to teachers, so their roles 
and experiences must be acknowledged. 
 Teachers. When I was told that I would be observing two campuses, I was also assigned 
to the teachers I would be observing. According to Alonso, he made an announcement about my 
study and asked for teachers who would be willing to be involved. As such, the teachers chosen 
were volunteers and the two at San Joaquín told me which of their classes I would be observing, 
where the two at Manuel Montt allowed me to choose according to my schedule. My relationship 
with these teachers began with an email where I explained my study and what I would be doing 
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in the classroom. They were all friendly and gave me detailed instructions on how to find their 
classrooms and we shared phone numbers in case there were any changes. 
 My first observation took place in Ximena Flores’s classroom in the afternoon. Ximena is 
in her early 40s and has been teaching at Santiago Institute for over 11 years as an English 
teacher. She is tall, thin light skinned and has dark, thick, wavy hair, which she straightens 
professionally. Her style is that of hippy-chic, which is common among upper-class women in 
Santiago. She always wears flowing printed skirts with simple tops, which are adorned by 
bohemian jewelry.  
 Ximena first learned English when she was in a German high school in Santiago. As part 
of the curriculum of this high school, all students travel to Germany for a semester to live abroad 
and become proficient in the language. While Ximena liked German, her true passion was 
English. She ended up applying to an English pedagogy program in Germany after she graduated 
from high school and used that time to perfect her English and travel around the world. After 
graduation, she returned to Chile and did private classes to begin with. She eventually began 
working at various English institutes around the Santiago area, but found the commuting and 
heavy course load to be too much, which caused her to look for something more central. That is 
when she got hired at Santiago Institute, where she continues to work today. For Ximena, she 
likes this job because it is consistent (although she does get frustrated with the program policy) 
and because she believes that the students are nice people.  
 That same day, I had a second observation in Matilde Locke’s class, which was also 
located at Manuel Montt, but this class was held in the evening. Matilde was a part of the 
Teacher Internship Program (TIP), which is a program that brings native speakers to Santiago 
Institute to teach for one or two semesters. As such, these teachers are called TIPs and in order to 
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work at Santiago Institute, they are required to be college graduates as well as hold a Teaching 
English as a Foreign Language (TEFL) certificate. Matilde is 22 years old and a native of 
Arkansas who had no experience teaching. Matilde fit the stereotype that Chileans have for 
people from the US: she was tall, blonde, thin, and pale with blue eyes. She had a hipster vibe 
going for her, where she would come to class in Converse Chucks, corduroy skirts or pants and a 
flannel or floral button down. Her young age and the way she dressed caused her to think that 
students did not take her seriously. 
Despite that, Matilde felt qualified for the job since she attended the University of 
Arkansas with a degree in Spanish and a minor in interdisciplinary studies and English. She 
originally had applied to teach English in Spain, but due to the economic crisis there, the 
company she was working with gave her an option of working in the Dominican Republic or 
Chile. She chose Chile because her main goal in traveling was to practice her Spanish and 
experience South America, but in a safe place, which she thought qualified Chile over the 
Dominican Republic. She also wanted to try out teaching since it may be something she wants to 
do in the future. Santiago Institute was a frustrating place for Matilde because she saw it as 
disorganized and she thought the students to be lazy. From this experience she does not know if 
she will pursue teaching, but she understands that the Chilean context is very different from the 
context in the US. 
The next teacher I observed was also a TIP, Elizabeth Ferguson, who had class in the 
afternoon at the San Joaquín campus. Like Matilde, Elizabeth was 22 and was also headed to 
Spain on the same program when it was canceled. She had similar reasons for traveling to Chile, 
but being able to travel around South America was her main goal. Elizabeth is blonde with blue 
eyes, a little robust with very pale skin. Elizabeth did not have a distinctive style, she wore 
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mainly jeans and sweaters to school and had it not been for her blonde, almost white hair, she 
would have probably blended in quiet well with the students. Elizabeth’s young age, however, 
did not interfere in her classes. She was strict and kept students on their toes, so she never 
allowed them to take advantage of her. 
In regards to education, Elizabeth studied at Southern Oregon University, but she is a 
native of Denver, Colorado. In college, Elizabeth majored in Spanish and communication and 
she had some experience teaching since she tutored in college. Elizabeth sees teaching as her 
future, in the fact that even if she is not in the classroom, she would like to be involved in speech 
therapy for children at an elementary school. Elizabeth’s experience as a TIP has been bitter 
sweet because she hates the administration aspects of the program, but she really enjoys the 
students.  
The last teacher that I observed was Omar López who had class late in the evening at the 
San Joaquín campus. Omar is 32 years old and has light brown hair, light skinned, brown eyes 
and is of medium height. He dressed business casual, usually wearing slacks, a button-down shirt 
and a tie. Despite this more formal attire, Omar is a jokester and is not afraid to make himself 
look silly in front of the classroom. 
Omar attributes his interest in English to the English book he was assigned in the first 
grade and his love of music. From there, he taught himself mostly by trying to understand song 
lyrics and when it was time to apply for university decided to major in English pedagogy where 
he became proficient in the language. He attended Universidad Católica, one of Chile’s most 
prestigious universities, where due to his contacts he was able to secure a teaching job right out 
of college. Omar started his English career at a high school, but due to the poor pay and long 
hours, he opted to look for something else. He eventually was hired at Santiago Institute and has 
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been working in the program for over 5 years. For Omar, the students at Santiago Institute are 
much more motivated than high school students, which makes his job easier. He also likes the 
economic benefits of the job, which allows him to work at only one place rather than be a “taxi 
teacher11,” which is common in Chile. 
Through these profiles, I hope to highlight the backgrounds and desires of the teachers 
that I observed during my study. This information plays a role in how these teachers interpreted 
policy and instructed classes, which affected the type of classes that the student participants 
received.  
Students. The students that I interacted with came from a variety of majors, but the 
majority of the students in this investigation studied tourism, agronomy, computer science, and 
information technology. The way I chose students was based on my classroom observations or 
interactions with students outside of classes. The students who will be described are students 
with whom I had formal interviews or focus group conversations and rapport was the major 
factor that allowed us to continue to work together. Students mentioned in fieldnotes will not be 
described in these profiles since I did not necessarily have close contact with each of them. 
Andrés Cortes is a 23-year old Agronomy student who is seeking a professional degree, 
which means he has to take two years of English. He is of medium height has light brown skin 
and curly black hair. He typically wears t-shirts and jeans and he has a relaxed nature about him.  
Andrés is from Rancagua, the home of Chilean rodeo, which is about 2 hours south of 
Santiago. As a child, he attended a charter school and never had much interest in English. He did 
                                                
11 The concept of the taxi teacher comes from the fact that many teachers have to work at 
more than one school in order to survive and just get by at the end of every month. This is due to 
low salaries and/or the fact that schools can only hire a teacher for a certain number of hours, 
causing them to work at two or three schools to meet full-time status (Jarpa, 2015). 
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not have the opportunity to learn English until the age of 15, where he never put in much effort 
to learn the language.  
This is Andrés’s second English class at Santiago Institute. In class, Andrés is the class 
clown. He does everything he can to avoid work and tries to get the teacher’s attention as much 
as he can. Although Andrés may appear to lack interest in English due to his behavior in class, he 
expresses an intense desire to learn the language so he can communicate. He wants to apply for 
an internship to work in California at a fruit packing company, but he does not know if his 
grades will allow him to do so. 
Camilo Ortiz is a 25-year old Tourism and Hotel Administration student who is studying 
for a professional degree. He is tall and lanky and has medium brown wavy hair. He has a grunge 
style and wears torn jeans and t-shirts with different alternative bands and various leather 
bracelets around his wrist. He always sits next to me in class and has a faint smell of cigarettes 
and marijuana on his clothes. 
Camilo is from La Serena, a beach town, which is 5 hours north of Santiago. He attended 
a charter school and believes he received a quality education due to the amount of English he 
had. He began learning English when he was in second grade and he loved the way the teachers 
used games and songs to engage him in the language. Camilo currently lives with roommates, 
two who are foreigners, so he is able to practice his English on a daily basis. Camilo was the 
only student who ever tried to communicate with me in English and many of our interviews or 
interactions involved Spanglish because he was intent on practicing the language as much as he 
could. 
At Santiago Institute, all tourism students have to take three years of English plus four 
English for a Specific Purpose (ESP) courses, which specialize in technical English for tourism. 
  78 
Camilo is currently in advanced English and just beginning his first ESP course. In class, Camilo 
is often distracted and does not pay close attention to the teacher. This annoys the teacher, who 
constantly calls on him since he has the highest level of English in the class. Camilo wants to 
travel the world when he finishes Santiago Institute and perhaps use his degree after he has 
finished exploring. He knows he will use English in the future, but not “grammar English, real 
English.” 
Carla Saavedra is 24 years old and is studying Tourism and Hotel Administration for a 
professional degree. Carla is in her second year of English and has not begun her ESP courses 
yet. When Carla began her career, she started in the English Intensive Cohort, where all subjects 
are given in the language. Due to the fact that she did not have a good enough foundation in the 
language, she dropped to a regular cohort. Carla is short, has light, almost blondish hair and blue 
eyes. She is always dressed in a dress or a skirt and putting on makeup in class is her hobby. 
Carla is from downtown Santiago and she attended a charter school when she was young. 
She did not start English until 5th grade and she said she never learned much from her classes. 
She thinks this poor foundation still affects her and blames it on the fact that she had to drop the 
intensive major. 
In class, Carla takes notes and listens, but gets distracted when it is time to do classwork. 
Rather than doing exercises, she often chats with friends or brushes her hair, causing her to have 
to rush through the exercises when the teacher says there are 2 minutes left. She has two best 
friends in the class and they tend to copy from one another when they need help. In the future 
Carla would like to do something in tourism, but she still does not know what. She is not sure if 
English will be needed, but she thinks it would not hurt her prospects once she figures out what 
she wants to do. 
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Fernanda Fuentes is 23 years old and is a Tourism and Hotel Administration student who 
is studying a professional degree. Fernanda has a dark complexion, is of medium height, chubby 
and dyes her hair dark burgundy. She usually attends class in leggings, a nice sweater and tennis 
shoes. 
Fernanda grew up and still lives in Maipú, which is a commune in the southwest region 
of Santiago. When she was young she attended a public school and did not have much English 
while there. She does not remember when she started English classes, but she does not think that 
the school took the course seriously, which is why she struggles with the language to this day. 
In her current English classes at Santiago Institute, Fernanda is behind for a third year 
student. She is trying to pass Advance English, which she has already failed once and she just 
started the first of the four ESP classes that she must take before she is set to graduate the 
following year. In class, Fernanda keeps to herself and she struggles while she tries to do the 
exercises. She often misses class because she has a 2-year old baby, which she says has affected 
her ability to stay on track with her major. Fernanda currently works as a tour guide and believes 
she will stay at that job after graduation due to her circumstances. She does not foresee using 
English in her future. 
Gael Fiebelkorn is 21 years old and is studying a professional degree in Computer 
Science. He is tall, thin with blue eyes and wavy light brown hair, for which his classmates call 
him “Rucio” (Blondie). He usually comes to class in a business casual style, wearing kakis or 
colored jeans with a sweater and a button-down shirt.  
Gael grew up in Villarrica, which is the roughly 12 hours south of Santiago, located in 
the Araucanía region. He attended a charter school when he was younger and began learning 
English in the 3rd grade. Despite his many years of English, he does not feel he speaks it well 
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enough. He thinks the manner in which he was taught in school has affected his learning process 
today. When he was in school, he was required to do direct translation of paragraphs from books, 
which causes him to continue to want to write and avoid speaking. 
Currently, in his Santiago Institute classes, Gael is doing poorly, but not because he does 
not understand the language, but due to the fact that he does not study or pay attention in class. 
He thinks that due to his major, he will only need to be able to read and write in English, which 
he already feels prepared to do. He feels his English classes are not preparing him for his future 
job as a computer programmer, so he just is aiming to get a 4 [C] to get by. 
Irene Rivas is a 23-year old student who studies Agronomy and she hopes to obtain a 
professional degree. She is one of the few females in the Agronomy program, but she likes that 
because it causes her to stand out. Irene has long curly black hair and is of olive complexion and 
rather thin for her tall frame. She generally comes to class in jeans, a t-shirt and tennis shoes. 
Irene is from Quinta Normal and she continues to live there today. This is a common 
point for us since we both live in that commune and we always talk about the different events we 
attend and we also take the bus home together after class. Irene went to a charter school for 
elementary and high school and feels like she was able to learn English due to the teachers that 
she had in the subject.  
Irene is in her first year of English classes and looks forward to more classes. She likes 
her teacher and feels that she will learn what she needs to come out of Santiago Institute 
speaking English. In class, she is always one of the first students to participate and she likes that 
her teacher uses games to teach the language. In the future, Irene hopes to work in an 
international packing company, which she thinks will allow her to travel, meaning she would 
have to know English. 
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Paulo Vasquez is 25 years old and he is studying Computer Science for a professional 
degree. He is short, has pitch-black hair and green eyes and is of stocky built. He normally 
comes to class in his work uniform, which is a pair of slacks and a sweater with a Movistar logo 
on it.  
Paulo is from Talagante, a city about 45 minutes west of Santiago, but he works in 
Providencia at a major telephone company. Paulo attended a public school when he was younger 
and he did not have English as a subject until high school. He does not feel that he learned much 
in school, but feels that his contact with customers has improved his ability with the language. 
He is currently in his first year of English class and he understands why he should take 
the course, but he would rather learn “in the field” and not in a class. Paulo usually comes early 
to class since his workplace is close by and it allows him time to rest before his two evening 
classes. Paulo thinks he will stay with his company after he graduates, but that he will have more 
opportunities to get promoted with his degree. He does not think English is necessary for his 
future career, but he acknowledges it can help with foreign customers. 
Will Carreño is 23 and is studying a professional degree in Agronomy. He is tall, thin, of 
dark complexion and has straight black hair that he styles with gel. He normally attends class in 
jeans and polo shirt because he comes directly from Líder, a major supermarket, where he works 
as a bagboy.  
Will is from the commune of Puente Alto, which is located in the southeast region of 
Santiago and he continues to live there with his mother. Will attended a Catholic charter school 
for elementary school and a technical school for high school. As such, he feels his initial 
foundation of English was excellent due to the teacher at his elementary school, but that 
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foundation became stagnant when he entered the technical high school. This has caused him to 
fall behind, which has made learning English at Santiago Institute difficult. 
Will enjoys his English class at Santiago Institute, but he says that is just because he is in 
his first year and he imagines it will get more difficult. Will participates in class, but he usually 
asks many questions, which cause his peers to make fun of him. He does not mind their jokes 
because he says he wants to learn and he is glad that his teacher is patient with him. Will is one 
of the few students that met with me on a weekly basis to go over classroom work since he needs 
more time study. His goal is to apply for an international internship that would allow him to 
work in California for a semester, but further than that, he has no plans. Due to his career choice, 
he thinks English will be necessary to set himself a part from other applicants. 
In this section, my goal was to illustrate the different participants who played a major role 
in this study. I included background information as well as their current experiences in order to 
give a more complete picture of whose perspectives will be presented in this dissertation. It must 
be noted, however, that these perspectives were told in relation to the participants’ relationships 
with me; therefore, my role must be explored in order to contextualize the dynamic between us 
and the influence that my own background had on how I interpreted the data I collected. 
Role of the Researcher 
My role as the researcher was important to reflect upon because my experiences and 
beliefs affected how I approached my participants and my study. As a researcher, I had to be 
aware that I was a major actor in my study and that my history and way of looking at the world 
guided how I observed and recorded my experiences in the field (Dyson & Genishi, 2005; 
Emerson, Fretz, & Shaw, 1995; Erickson, 1986). As a former teacher at Santiago Institute, I 
entered the field with preconceived ideas as to how the English program was ran, what type of 
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students attended the institute and what the potential points of tensions could be. While that 
background helped me enter into the space with more ease, I had to remember that my previous 
experiences at Santiago Institute and with Santiago Institute students did not dictate what my 
experiences would be like at the time of the study, especially because I entered the site as a 
researcher, not a teacher. Therefore, I had to reflect upon my identities and how I saw myself 
going into the field. 
To begin with, I have multiple identities that I occupy and switch between constantly. 
These identities affected how I approached the study, so they need to be discussed in detail. I 
normally identify myself as a working-class Chicana educator who values informal and formal 
education as ways to encourage critical thinking in students, which are factors that I carried with 
me when I did classroom observations, tutoring sessions and interviews. While I listened to my 
participants tell me about their ideas, I would often question machista or racist discourses, 
causing the participants to critically think about preconceived notions that they had about women 
or a certain race. Although I knew that is not the place of the researcher, the educator part of me 
could not let certain remarks go, but these challenges led to some of the most interesting 
conversations that I had with participants.  
 In addition to my identity as an educator, my working-class and Chicana identities 
affected how I viewed participants and parts of the curriculum. When looking at teachers, I could 
see their privileges through where they lived, their clothes, what they did on their free time, and 
how they spoke about students, where I viewed students as normal, because their lifestyles, 
clothes and activities reflected mine. This caused me to bond more with students than with 
teachers because we shared a common ground and I felt more comfortable with them. This 
working-class identity is tied to my Chicana identity, which affected how I viewed the contents 
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in the English book and questions or statements that teachers made about the US to students. For 
example, there was a reading section called “Typically American” in the book where stereotypes 
were given about how things are in the US. There were texts that claimed everyone in the US 
used crosswalks or that because both parents worked, most US families ate TV dinners. TIPs 
usually confirmed these ideas and Chilean teachers would ask me to confirm them, but once 
again, I could not keep silent about issues I thought were completely absurd. I would often say, 
“Well, what is American?” or “not in my experience in the US,” which in turn caused teachers 
and students to stop for a moment and think about the generalization that was made. I logically 
understand that the book has to make generalizations about a country as big as the US, but it 
angered me to think that EFL students thus create an imaginary idea of what people in the US are 
like. As such, my Chicana identity often got the best of me and caused me to want to tell another 
story since I do not have a “typically American” experience. This struggle to compromise my 
“ideal self-as-researcher and an acceptable and possible self in the field setting” (Ball, 1990, p. 
158) is something I had to constantly negotiate while in the field. 
Due to these factors, along with my appearance and ability to speak Spanish, participants 
often viewed me as different than a typical American. This especially rang true in Matilde’s class 
because she and I were so different. She was blonde and what they typically imagined an 
American girl to look like and she also spoke with a southern accent since she was from 
Arkansas. As such, students often questioned my ability to speak English because we spoke so 
differently. They would first ask if I was Chilean and when I would explain that Matilde and I 
were from different parts of the country, which accounts for our different accents, I would get 
looks of doubt. I would also get questioned about why I spoke Spanish if I was from the US, 
which would lead to a quick immigration lesson, but this made them doubt my abilities even 
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more because I could not speak perfect English if I came from a family of immigrants. However, 
when I was compared to Chilean teachers, I became as American as apple pie, which is an 
identity I do not hold for myself.  
As such, when looking at my multiple identities, it must be understood that they are 
constantly in flux due to how I am identifying myself and how participants are identifying me, 
which will ultimately reflect on how I interpret them. Therefore, reflecting about positionality 
was of great importance to me in order to understand this exchange. The concept of positionality 
centers around the multiple natures of the self (Davies & Harré, 1990). As we define ourselves 
according to a context and the people in that context, we switch from one position to another (or 
occupy multiple positions), adjusting ourselves to a social context and in turn, we are also 
defined by others in that same context. This constant movement between selves was an important 
aspect for me as a researcher, because I was constantly in flux between being a researcher or a 
tutor or a friend, depending on the context in where I was and the people with whom I was 
interacting. As social beings, we use identity categories to define people (researcher, poor, 
gringo, student, teacher), which can include or exclude people. When we engage in such 
discursive practices, we ascribed meaning to those categories, but we must recognize that we can 
have multiple and sub-classifications of these categories, which can be done when we understand 
ourselves as “historically continuous and unitary,” thereby acknowledging the different dynamic 
positions we move in and out of rather than define them as a static role (Davies & Harré, 1990, p. 
47). Therefore, I had to acknowledge my multiple selves as well as the different positions that 
participants placed on me because those factors affected my data and how my study was framed 
and reported. This concept was advantageous for my ethnographic study because by 
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acknowledging my multiple selves and the multiple selves of my participants, I could better 
reflect on the issues of power that were raised by our interactions. 
The power dynamic between the researcher and the participants is essential to think about 
when in the field and when analyzing the data. When I entered the field, I tried to be aware that it 
was “a place of complex power structures,” where my identities and the identities of my students 
impacted both parties (Henry, 2003). In relation to my study, this idea of power and identity 
played a significant role in the relationships I developed with students, teachers, and 
administrators. My experience as a researcher showed me that the administrator was both pleased 
and wary of having me at his institute. When Alonso position me as a “gringa” researcher from a 
US university, he hoped that my presence would bring prestige to the program, whereas this 
same fact could also be construed as problematic if he believed that my research would reflect 
negatively upon him. My “gringaness” is a source of power and a limitation, which makes my 
relationship with Alonso delicate. In the end, he is the one in control of allowing me access to 
students and teachers, giving him the power in this case. I was the person, however, in direct 
contact with students and teachers so he would often ask my advise about certain procedures, 
which shifted the power back to me. This negotiation of power is key in ethnographic research, 
in the fact that both participants and researchers devise tactics to position themselves in 
particular ways to gain what they desire during fieldwork (Garcia, 2000).   
Power was also an issue that I dealt with in the classroom with teachers. All the teachers 
saw me as a person with power because I was in their classroom and commenting on their 
teaching methods, which can be daunting. As such, a certain relationship developed between us 
based on this power. In regard to the Chilean teachers, I was always asked to confirm a certain 
aspect of grammar or a specific way to pronounce a word due to them positioning me as a native 
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speaker. To them, this gave me more power, since English is my native language and they felt I 
had the authority to confirm their doubts. However, this power dynamic shifted when they would 
tell me their stories and give me their versions of English in Chile and how they saw English at 
Santiago Institute, since they were the experts in this matter. For the TIPs, I was often thought to 
have power due to my knowledge of Chilean customs, language and bureaucracy as well as 
teaching strategies since both teachers were new to the country and to teaching. In class, 
although both of these women spoke Spanish, they did not speak Chilean Spanish, so I would 
often have to translate or explain things that students were saying. Also, these teachers sought 
my advise on how to innovate the class and would try new activities since they saw my teaching 
background as an advantage. My relationships with the teachers had to be cultivated, but I found 
that in the end, we saw each other as resources, which allowed us to have profound discussions 
about English, teaching and policy implementation.  
 Finally, my relationship with the students was also an issue of power that I had to 
consider. I was originally going to be a teacher in the classes I observed, but I ultimately decided 
against that tactic. I believed that as a teacher, many students would have positioned me as an 
authority over them and may have been hesitant to share their personal experiences about the 
program with me, which was revealed in a previous study I did with students from this institute. 
As a result, I decided to work as a tutor for the program, which allowed me the opportunity to 
meet with students from a variety of careers while not having direct authority over their grades. 
This decision had positive and negative consequences. In regard to the positive consequences, 
students saw me as their voice. Any quip they had about the classes, they would come and ask 
me to talk to their teachers. These requests started out small, like asking for a test date change or 
an extension on homework and became larger as they became more comfortable with me. At one 
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point before the end of the second semester, I had several students from a specific major ask me 
to talk to the English program director to make a formal change to their curriculum. This group 
had already had their advisor talk to Alonso about adding an intensive English course to their 
major, but this request was refused. As such, many of them asked to be interviewed by me and at 
the end of the interview they would ask if I could talk to Alonso about their request, showing that 
they positioned me as someone with power. However, in this same situation the students also 
displayed their power because they knew that by requesting an interview with me, they could 
possibly get what they wanted, illustrating to me that in order to get information, I had to give 
them something in return. Through my negotiation with these situations, I was able to gain the 
trust of the students and had many of them attend tutoring sessions that I held in between my 
observations.  
Despite this trust, there was a negative aspect of being only a researcher/tutor at Santiago 
Institute. From my research experience, I felt like I did not get to know the students as much as 
when I was a teacher. Even though I was in the classrooms and observing and interacting with 
students in class and in tutoring sessions, I did not have the same bond with my student 
participants that I have in my teacher-student relationships. This can stem from the fact that I 
position myself as a teacher more than as a researcher, which could have affected how I related 
to the students. Nonetheless, the relationships I did create were strong, but the majority of my 
key informants did come from students who were in either my tutoring sessions or my substitute 
teaching sessions, showing my need for that teacher-student relationship. 
Being aware of the identity and power flows mentioned above was an important part of 
the ethnographic process for this study. Both I, as the researcher, and my participants, as the 
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researched, switched between identities as well as inhabited multiple identities as I positioned 
them and they positioned me, keeping power in constant negotiation. 
Selection Criteria 
 When choosing my key informants, I opted for purposive sampling, specifically 
stakeholder sampling and maximum variation sampling. In general, purposive sampling involves 
intentional choices in regard to who will be chosen as a participant with the goal of answering 
specific research questions (Palys, 2008). Stakeholder sampling entails the selection of 
stakeholders “who are involved in designing, giving, receiving, or administering” a program; 
whereas maximum variation sampling requires that the researcher look for cases that “cover the 
spectrum of positions and perspectives in relation to the phenomenon” being studied (Palys, 
2008, p. 697). As such, I used stakeholder sampling when I chose the program director as one of 
my participants, because I was making sure that I had the viewpoint of a stakeholder who was 
involved in the actual creation of English policy at Santiago Institute; while I used maximum 
variation sampling with the teachers and students since I was trying to gain a more broad idea of 
how they were perceiving the policy, classes and English in general in relation to their 
experiences.  
As mentioned above, the teachers and campuses were chosen for me, which limited my 
access to students from the School of Health, the School of Engineering, the School of 
Information Technology and Telecommunications, the School of Construction, the School of 
Tourism and the School of Business and Administration. However, the time of day I went to 
campus determined the age and the majors of the students, causing me to choose mostly from the 
School of Tourism, the School of Engineering and the School of Information Technology and 
Telecommunications. I began my selection by observing a few classes and then talking to 
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students before or after class in order to make a connection. When I began the tutoring sessions 
as well as teaching some of Ximena’s classes, I was able to get to know the students on a more 
personal level and from there I began to draw my participants. All of my key informants came 
from the classes I was observing or tutoring, but there were other participants that I had 
conversations with by being in the library or in the café in between classes. 
In regard to teachers, although they were chosen for me, I made the request to have two 
Chilean and two TIPs because I wanted to see if there was a difference in how they interpreted 
policy and as such a difference in how they put it into practice in relation to the groups of 
students they were assigned. These teachers volunteered to have me in their classes, so I gathered 
they were more willing to share information about the policy and program through their 
experiences. 
My selection criteria aimed at getting a wide variety of perspectives and as such I used a 
variety of instrumentation to best understand those perspectives. 
Instrumentation 
 First and foremost, it must be understood that in ethnographic research, “the researcher is 
the instrument” (Brown, 1988, p. 95) who uses various tools to help understand how participants 
make meaning of their lives. As such, while in the field my tools included ethnographic methods, 
like participant observation, fieldnotes, semi-structured and unstructured interviews, and focus 
groups (Watson-Gegeo, 1988). In addition to these ethnographic methods, I also gave students a 
survey at the beginning of the school year in April 2013 and implemented critical discourse 
analysis of texts found at the time of the study. 
 Participant observation. For this study, I engaged in participant observation twice a 
week for an academic school year (April 2013 – December 2013). I usually went to San Joaquín 
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on Tuesdays and Manuel Montt on Wednesdays, but I often made sporadic visits to Manuel 
Montt if I was working in the area. These observations took place in classrooms, the library, the 
courtyard and the café, because I was hoping to understand the different processes that occur in 
the different spaces of the campuses. However, the majority of my participant observation was 
done in the English classroom. In my efforts to try to understand the contrast between policy as a 
discourse and policy as a practice, classroom observation was essential so that I could see how 
teachers were implementing policy in the classroom space. By observing four classrooms, I 
hoped to account for the variety of pedagogical and personal touches that differed by teacher, 
which ultimately affected policy implementation. These observations were supplemented with 
fieldnotes and were recorded on my Ipad using Soundnote and backed up by a Livescribe pen, so 
that I could document what was actually occurring as well as my observations, thoughts and 
ideas.  
 When in the classroom, I did not just focus on teachers’ implementation to policy, but I 
also jotted down students’ reactions to that implementation. I would note if students were on 
their cellphones, playing with their hair, taking notes or other factors that showed their 
engagement with the class. Outside of class, I would take notes about their music, speech and 
studying habits, especially when it came to English. The library was the number one place where 
I could always find students studying for English, but this only happened right before exams, so I 
always knew when I was going to observe a test due to the number of students cramming in the 
library.  
 In addition to observations on campus, I also made observations in my daily life. I would 
take pictures of ads promoting English courses and archive newspaper texts or videos that dealt 
with English at this time. My idea was to get a complete picture of how English was being 
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portrayed, not just on the Santiago Institute campuses, but also in Santiago since I believe this 
dissemination is influential on how people think about the language. These different observations 
helped me to target and eventually choose my key informants, for whom I would interview 
multiple times in different contexts. 
 Interviews and focus groups. Interviews (and focus groups as a type of interview) are 
used “to understand themes of the lived daily world from the subjects’ own perspectives” (Kvale, 
1996, p. 27). As an interviewer, I had to decide how I was going to approach participants and 
how I was going to engage with them during the interview or focus group sessions. Kvale (1996) 
has described two approaches that interviewers can use when thinking about interviews; they can 
be a miner or they can be a traveler. For the miner, “knowledge is understood as buried metal 
and the interviewer is a miner who unearths the valuable metal;” whereas the traveler 
understands the interview as “a journey that leads to a tale to be told upon returning home” 
(Kvale, 1996, pp. 3-4). In my interviews I chose the latter because I was trying to see how my 
participants were making sense of the world. This does not mean that there was no focus, but 
rather conversations were created and centered around themes (Kvale, 1996) in order for me to 
guide my participants to talk about English, but from their point of view. 
I began most of my contact with students with unstructured interviews. These involved 
chatting before or after class and getting to know them on a personal level. Also, I tried to spark 
conversations with people in the library or in the courtyard if I saw them studying English, which 
allowed for unique one-on-one session conversations, but I usually never encountered those 
people again due to the large number of students on the campuses, which did not allow me to 
have a follow up conversation.  
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For the students I did see on a weekly basis, one-on-one interviews were my major source 
of data and it was through these interviews that I was able to see how participants reproduce, 
rearticulate or contest common discourses surrounding English and their futures. I used a semi-
structured format (Appendix B) when implementing these interviews, but I made sure to have 
those questions in my head to create a more organic interview experience. Many times our 
conversations would take us to information I did not have planned, which helped expand my idea 
of how participants were viewing English in relation to their lives.  
I also utilized focus groups to supplement the one-on-one interviews, because engaging 
multiple people in conversation helps bring a more social dynamic to the interview process. 
While one-on-one interviews allow the participant to talk and share their experiences, the 
interviewee is often telling their stories with little conversation from the interviewer. A focus 
group, on the other hand, allows participants to interact with one another and challenge stories or 
opinions, allowing participants to show another side of themselves when answering questions. In 
these sessions, I left the conversation completely broad. I would normally say, “Tell me about 
your experiences with English,” which would allow for stories to be told by the students. They 
would disagree about certain aspects of English education or fight about whether it was 
important for their futures, so I was able to learn a great deal from these groups since they were 
unstructured that they helped me adjust my semi-structured questions so they related more to 
what I was hearing in the groups.  
The conversations that I had with participants during interviews and focus groups were 
the main source of data for this study. While I was engaging in these interviews, I had to be sure 
to listen closely in order to hear the moral language, metastatments, and logic of what was being 
told to me (Anderson & Jack, 1998). I had to make sure not to judge, but also not be afraid to 
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speak up in cases where my identities were telling me to intervene. Due to this, I was able to 
collect rich discourses, which confirmed, contradicted or altered the public discourses that I 
found through my critical discourse analysis of texts I found at that time. 
 Critical discourse analysis. Aside from interviews and focus groups, it is also necessary 
to look at textual representation of discourses, which I analyzed using critical discourse analysis 
(CDA). The major texts that I explored were newspaper articles about English and language 
policy, advertisements for English language classes and the Santiago Institute English policy and 
website. By examining these texts, I hope to gain an understanding on how English is portrayed 
and how that portrayal contributes to the dominant discourses about English. Three basic 
dimensions had to be addressed in order to start CDA: description (discourse as a text), 
interpretation (discourse as a discursive practice) and explanation (discourse as a social practice). 
The two initial stages of CDA are description and interpretation, which are intertwined in this 
process. Looking at them individually, one can see description as the act of identifying and 
labeling formal features of the text (Fairclough, 1989). This is the initial read of the article where 
the researcher decides what will be described in his or her research. Linguistic features and key 
words are noted at this time. Interpretation is occurring at this same moment because it is at this 
time when the researcher must understand the “text as a product of production” (Fairclough, 
1989, p. 26). It is at this point when the thematic and linguistic features are evaluated to decide 
whether a piece of the text will be represented or not in the researcher’s work, which is where 
these two stages coincide, because in order to determine what is worth describing, the researcher 
must interpret the text as a product (Fairclough, 1989). The final stage is explanation, where the 
researcher must use the description and the interpretation in order to explain the relationship 
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between the “transitory social event” (discourses) and the “more durable social structures which 
shape and are shaped by” this event (ideologies) (Fairclough, 1989, p. 27).   
 During the discourse analyses that I did, I always began with the two first stages of 
description and interpretation. I would read through the texts or watch the videos and highlight 
key vocabulary or grammar that stood out to me. For the texts, I divided them into themes and 
then used Fairclough’s tools as a guide to help me understand what may be of importance and as 
I went through the texts and semiotic practices, I began to notice repetition, which brought out 
the main linguistic and visual features to focus on.  
For my analysis of text, the main strategies used by the writers were honorifics, 
pronouns, overlexicalization and modal verbs. Honorifics were important because they showed 
that the author was trying to cause the reader to respect an idea presented in the text due to the 
fact that an expert with a respected role was claiming that idea (Machin & Mayr, 2012). Many 
articles used this strategy as a way to promote or insist on a certain policy or idea about 
education. Pronouns were used in order align the reader for or against an idea (Machin & Mayr, 
2012). The use of pronouns sometimes created a nationalistic feeling by using “we” so that the 
reader would comply with a new government policy by feeling included in the decision process 
through the usage of the inclusive pronoun. Overlexicalization was another common strategy 
found, which accounts for a repetition of semi-synonymous terms that have been used 
throughout the text to give a sense of overcompleteness (Machin & Mayr, 2012). This occurred 
often when it came to honorifics or the good of government policies, where the author was 
attempting to oversell an idea. Finally, modal verbs were used as a way to “encode probabilities 
and certainties, but conceal time and power” (Machin & Mayr, 2012, p. 191). The use of 
“should” was often used in policy texts, where the author was creating a suggestion for 
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implementers, but also a scapegoat for policymakers in case the implementation process did not 
go as planned.  
In regard to my analysis of semiotic practice, posture and objects were major features 
utilized. The posture of the people in the semiotic practices was a key element because it showed 
a person as reliable and in charge or as nervous and insecure. Through this strategy the viewer 
was being asked to relate to a particular person and trust could or could not be established 
through how the person or people represented were portrayed through their body posture. 
Objects were also an important indicator of context, familiarity and comfort. For example, the 
use of books, a desk, and a computer was utilized in a photograph, which established that the 
image is of an office. As such, the objects demonstrate what is expected in this context, which 
allow the viewer to see it as commonplace and feel familiar with what is being illustrated. This is 
key for the legitimization of the semiotic practice and what it is trying to convey. 
These linguistic and visual strategies helped me choose the texts and semiotic practices I 
would use in the study and then allowed me to start the analysis. Once I had my texts chosen, 
they were then divided into genres and reread more closely in order to recognized intertextuality. 
Using the linguistic or visual features and intertextuality, I was able to see the discourses being 
used to pinpoint which language ideologies were being indexed. These language ideologies 
would later be used to compare with how my different participants reproduced, rearticulated or 
rejected them through their own discourses. For me, CDA was an important tool to help 
triangulate my data, as was the survey I gave, which gave me a broader view of how students 
were envisioning English. 
 Survey. For my final instrument, I implemented one survey (Appendix C) at the 
beginning of the semester. The purpose of this survey was to act as a means of obtaining general 
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statistics and information about Santiago Institute students and their previous experiences with 
English. I was only allowed to give out these surveys in the classes of the teachers I observed 
and the coordinator at San Joaquín did not want them to be used on her campus. As such, I was 
able to get 79 surveys returned because the teachers at Manuel Montt also gave them out to their 
other classes, which helped improve the number of students who participated. I created a second 
survey to give out at the end of the second semester which was based on the data I collected from 
interviews, but it interfered with a survey the English program was going to give, and since they 
did not want to overburden the students with surveys, I was not permitted to give mine. 
Nonetheless, the results I gathered from the first survey were helpful to gain an overall idea of 
how students were making sense of English at that time. 
 Through participant observation, interviews, focus groups, critical discourse analysis and 
a survey, I was able to gather data to understand how my participants perceived themselves in 
relation to English during this study. These tools were critical in allowing me to build my study, 
which was done over an eight-month data collection period. 
Data Collection 
 While I wanted to start my data collection before classes started in March 2013, I was not 
able to get an appointment with the director until April, causing me to miss the first month of 
classes and the teacher orientation session. This was something I expected due to my previous 
experience with Santiago Institute, so the delay was not surprising. However, once I had the 
appointment with Alonso, I was able to get into the classroom very quickly and I learned that the 
week-long teacher orientation session that I had when I was a teacher is no longer taking place, 
so I did not miss much in terms of teacher training.  
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Due to my late entrance, I immediately contacted the teachers when I received their 
information so I could start observations. For the first month I only engaged in participant 
observation and informal chats with students and did not start my semi-structured interviews 
until May. I did one focus group in this semester, but relied more on one-on-one interviews at 
this time. During this semester I had 12 formal semi-structured interviews and numerous 
unstructured interviews that were recorded in my fieldnotes and a Livescribe pen. 
Winter Break began in July and lasted until mid-August, so no observations or interviews 
were done at this time. When school resumed, I began observations with the same teachers, but 
this time on different days of the week because my work schedule changed. During this semester 
I had 4 focus group sessions, which were a result of my tutoring sessions. Students would come 
for extra help and they would end up staying to talk about their experiences, which allowed me 
to gather in-depth material. I was able to get 10 formal one-on-one interviews during this 
semester in addition to the focus groups, as well as more unstructured interviews that I 
documented in my fieldnotes and recorded with the Livescribe pen. I made the second survey in 
October and presented it to Alonso, but that is when I was told they already had a survey they 
would be giving instead. My final observation happened at the beginning of December, which 
marked the beginning of final exams.  
 During this time, I also collected documents that I thought would be of interest to 
analyze. I collected all newspaper articles dealing with the English language from Chile’s two 
major sources as well as took pictures of English language institute ads or made notes of 
Youtube links that gave access to television commercials promoting English. In August 2015, 
before writing this dissertation, I did another search of newspapers articles to include 2012 in 
order to give a more complete picture of the public discourses being disseminated at that time. 
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 This process allowed me to fully engage with my participants and texts, so that I was able 
to gather over 200 pages of fieldnotes and 90 hours of audiotaped classroom observations, 
interviews and focus groups. This data was backed up on an external hard drive and was not 
analyzed until a year and a half later. 
Data Analysis Procedures 
Before beginning data analysis, it was important for me to review my theoretical 
framework since that is what guided my research and affected how I collected my data. 
According to Sanjek (1990), understanding one’s theoretical framework, along with the journey 
taken to gather data helps achieve ethnographic validity. Theory is used in ethnography in order 
to give fieldwork “meaning and purpose and to avoid opportunistic study of ‘everything’” 
(Sanjek, 1990, p. 398). Therefore, acknowledging that the main goal of this study was to explore 
how English language policy is perceived and experienced by teachers and students was key. As 
such, I analyzed my data through the frameworks of discourses, language ideologies (Fairclough, 
1993; Hill, 2008) and social reproduction (Willis, 1977), while also keeping the neoliberal and 
globalized context in mind, in order to look for the intersecting and veering points in relation to 
class, policy as a discourse, policy as a practice, and language learning in a foreign context.  
To begin with, an ethnographer usually takes on an etic or an emic approach; however, I 
believe that separating these ideas is impossible. An etic approach looks to use “frameworks, 
concepts, and categories from the analytical language of the social sciences” in order to analyze 
the data collected by the researcher; while an emic approach utilizes the participants’ “culturally 
based perspectives, interpretations and categories used” in order to “conceptualize and encode 
knowledge” (Watson-Gegeo, 1988, pp. 579-580). I plan to combine these because I see them as 
intertwined. In this dissertation, I will use the voices of participants as examples of social science 
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frameworks so I can see where they support, reject or change the frameworks mentioned in 
Chapter 2. The data I collected will be used to look at theory from the ground up, so I can 
evaluate how it is playing out (or not playing out) in the lives of these people. 
In order to do this, I transcribed, translated and coded all my fieldnotes, interviews, and 
focus group materials, which was done between March 2015 and August 2015. Once the 
transcriptions and translations were done, I used inductive analysis to code the data according to 
themes (Bogdan & Biklen, 2007) and those that appear most often were selected. In order to do 
this, I used Excel and labeled the themes I found on separate tabs. I then copied and pasted the 
discourses I had transcribed into the appropriate theme and color-coded the text if themes 
overlapped. After the first round of coding was done, I used my research questions to help 
further organize my data and bring the information I needed to the top of the Excel sheets. 
Aside from the data I collected via observations, interviews, and focus groups, I also did 
a critical discourse analysis of the newspaper articles, advertisements for English classes, and 
Santiago Institute’s English policy and website in September 2015. I read through all the 
materials, highlighted key discourses and divided the articles according to themes, using Excel 
once again. Once these themes were established, I reread through the material I had chosen and 
used my coded data to help decide on the text I would use in this dissertation. I chose to do a 
critical discourse analysis of these texts because this type of analysis looks to explore the 
interplay between language ideologies and discourses in efforts to understand how hegemonic 
ideas maintain their power in society (Fairclough, 1993). By doing a critical discourse analysis of 
texts, I was able to see the overlap and convergence of discourses used by participants, which 
shows the connection between the public and the private spheres.  
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Finally, in order to analyze my survey data, I coded the survey to make data entry easier. 
I then manually entered the information into an Excel sheet so that all the information was in one 
document. I then divided the number of people who answered a particular question with the total 
number of participants to find the percentages for each option. I then transferred the percentages 
back to the survey so it was easier for me to see the question in relations to the numbers and to 
gain an overall idea of how students generally perceived English. 
These are the three main steps that I took to analyze my data. In order to portray this 
process more succinctly, I have created a chart showing the relationship between my research 
questions, data collection procedures and data analysis procedures (Appendix D).  
By reviewing my study site, participants, role, selection criteria, instrumentation, data 
collection, and data analysis procedures, I illustrated the process I went through during the 
different stages of this study. It should be noted that “‘reliability’ verges on affectation” (Sanjek, 
1990, p. 394) in ethnography and that the goal is not to have another researcher repeat this 
process with the same results; rather, it is a moment in time as seen through the eyes of the 
participants, that was ultimately analyzed through my lenses. Due to this fact, “ethnographic 
validity hinges on three canons, theoretical candor, the ethnographer’s path, and field note 
evidence” (Sanjek, 1990, p. 394). The point of this chapter was to explore my path, as the 
ethnographer as I went on my vision quest towards understanding how English language policy 
was experienced by the participants in a particular time and space. Acknowledging the spaces, 
the people involved and the various procedures utilized helps to guide the reader on this quest as 
I delve into the evidence I collected while in the field. As such, the following three chapters are 
divided so that they build on one another, giving the reader a clear idea to how I mapped out my 
quest as I engaged in it. To begin the analysis of the evidence I gathered, I will look at texts that I 
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collected in the field in order to understand how English was being portrayed in the public sphere, 
so the public discourses being used can be recognized and the language ideologies being index 
can be revealed. The findings in the next chapter will be used in the final two data chapters to 
show how participants reproduce, rearticulate or reject the discourses and language ideologies 
presented. 
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CHAPTER 4. ENGLISH IS A TOOL FOR THE FUTURE: A CRITICAL DISCOURSE 
ANALYSIS OF THE REPRESENTATION OF ENGLISH IN CHILEAN MEDIA 
The fact is, English is important because, at least for my major, you have to talk with a lot of 
people from abroad, and English is like the universal language. So it’s important to have it. I 
know from my experience, I don’t like English very much, but it’s a tool and it’s necessary to 
have it because when I leave here I’m going have to use it without a doubt.  
(W. Carreño, personal communication, November 18, 2013). 
 English is a tool for the future is a metaphor that is seen in newspapers, advertisements, 
educational institutes and it can been seen above in a quote given by Will, an Agronomy student 
at Santiago Institute, as he talks about why he thinks English is a mandatory class at his school. 
The fact that Will chose this specific metaphor is not by chance, but it is due to the discourses he 
has heard in his daily life as well as is influenced by his hopes for the future. We, as social 
actors, are influenced by the discourses we hear on a daily basis about different matters and our 
experiences and expectations influence how we interpret those discourses and utilize them. The 
purpose of this chapter is to look at the former phenomenon in order to explore how the media 
presents English to the public sphere in Chile. The goal here is to see the discourses that are 
presented to Chileans through newspapers, television commercials and websites in order to 
understand what language ideologies are indexed through these discourses. It is important to 
recall that this dissertation sees discourse as a social practice that can be produced through talk, 
text, silences, gestures and facial expressions (Fairclough, 1989, 1992, 1993, 1995a, 1995b, 
2003, 2006; Hill, 2005, 2008). Through these discourses, language ideologies can often be 
identified and speak volumes about the way in which people see the world. Language ideologies 
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have four main features, which were discussed in Chapter 2 and each will be seen through the 
data I will analyze in this chapter.    
 Before moving on to the analysis, I want to point out that media discourses differ from 
conversation discourses due to the fact that power relations are often hidden (Fairclough, 1989). 
This occurs because media discourses are one-sided given that there is a divide between those 
who are producing the discourses and those who are interpreting them (Fairclough, 1989). As 
such, the information relayed in the media becomes a product or a sort of commodity where 
there are clear producers and consumers in the interaction (Fairclough, 1989). While the idea of 
this one-sidedness is changing with the advent of technology, the media looked at in this chapter 
are more traditional and there still remains a producer/consumer relationship at the moment. Due 
to the fact that media output is geared toward mass audiences, it is difficult for them to pinpoint 
who will consume their product; therefore, an “ideal subject” is created by the producers 
(Fairclough, 1989, p. 49). These producers use dominant ideology in order to appeal to the public 
and the ideal subject is the person who identifies with that ideology and conforms to it since it 
fits in with how they see the world (Fiske, 1987/2011). As such, people who are viewing, reading 
or listening to the product have to negotiate their relationship with the dominant ideology being 
presented which can result in them becoming the ideal subject or cause them to interpret it in 
their own manner, rearticulating or rejecting the ideology presented.  
 In this chapter, I will be focusing on the commodity that is produced by mass media 
outlets and in Chapters 5 and 6 I will look more in depth into how audiences negotiate 
themselves in terms with the ideal subject. In order to look at the different commodities, it is 
important to understand who the producers are and where they stand in Chilean society.  
  105 
First of all, I will be examining excerpts from newspaper articles coming from the two 
most influential papers in Chile, El Mercurio and La Tercera (Cabalin, 2013). El Mercurio is 
considered an institution in the country according to Lagos (2009) and La Tercera is its direct 
competitor (as cited by Cabalin, 2013). Both of these papers are among the top 5 daily 
newspapers in the country, with El Mercurio having an average weekly readership rate of 
449,218 and La Tercera one of 347,579 (Valida Chile, 2013). It is due to the widespread nature 
of these papers that I have chosen them as one branch of producers to evaluate.  
Second, I will review two Open English commercials, which have been shown on both 
national and international channels around Chile. Open English is a startup company that was 
founded by Andrés Moreno in 2005 and it has gained over 100,000 students around Latin 
America due largely to its “aggressive cable TV advertising campaign” (Chapman, 2013). Open 
English’s webpage has a page devoted to these ads with the newest ads on the top and the well-
known “classics” on the bottom (Open English, 2015). I chose this particular company’s ad 
campaign as the second branch of producers because it was rather new at the time and its use of 
humor made the commercials memorable. Due to the latter factor, these ads were and continue to 
be popular in Chile. As a native English speaker, I was often asked if I worked for Open English, 
if I knew how much the classes cost and I was also repeatedly asked how to say vocabulary 
words that were ‘Spanglisized’ for comic effect in the commercials.   
 Lastly, I will analyze Santiago Institute’s English webpage. I believe it is important to see 
how the institute is portraying the program to potential and current students as well as examine 
its content. It is necessary to look at this final branch because at the time of this study, Santiago 
Institute had just purchased new sets of materials for students from Oxford University Press and 
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had a change of program director. The entire site went under construction and it now displays the 
new and improved program that those in charge want to display to viewers. 
 These three branches of producers target audiences in different ways and it is the goal of 
this chapter to explore how the discourses used by these producers index language ideologies in 
Chile. By doing a critical discourse analysis of newspaper articles about English, television 
commercials that promote English learning, and Santiago Institute’s English program website, I 
hope to uncover how language ideologies involving English are shaped and disseminated 
through specific discourses in the country.   
English as a Product of the Press 
In society, people often look to newspapers in order to inform themselves about what is 
happening in the world and journalists are often seen as the “eyes and ears of the public” 
(Machin & Mayr, 2012, p. 22). However, it must be noted that “news is a very peculiar social 
construction of reality” since there are complex factors that affect how a story is developed 
(Machin & Mayr, 2012, p. 22). Journalists are not alone when they create a story, but rather have 
to answer to editors, stakeholders in the newspaper and their potential audience. As such, the 
language used in a newspaper article is key when trying to discover the underlying ideologies 
that are being expressed in the story. In this section, I shall explore the discourses used by 
newspaper articles in order to better understand how language ideologies are created, maintained 
and challenged by the press. 
In order to initiate this process, I began a general search on El Mercurio and La Tercera’s 
websites using the key words “English language” during the span of 2012 and 2013. I decided to 
include 2012 in the analysis because I feel that the discourses that were disseminated prior to 
when the study began (April 2013) would still be influential on how Chileans were viewing 
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English at the time of the study. This initial search gave me over 150 articles, however, after 
reading through each of them, I had to eliminate the articles that related to the nationality 
“English,” (there were many due to the high coverage of soccer in Chilean news) leaving me 
with only 58 articles about the English language over that two year span. 
After that step was done, I then separated the articles according to year and newspaper. In 
2012 there were 30 articles that referred to the English language while in 2013 that number 
dropped to 28. During those two years, La Tercera accounted for 32 of those articles whereas El 
Mercurio accounted for 26. 
Next, I completed a content analysis to aid the CDA of the articles. The aim of this stage 
was to determine the recurrent themes in the articles and organize them so they could be 
analyzed furthered. The texts were then transferred to an Excel workbook where the articles were 
organized according to theme and then genre. Four categories were found through this content 
analysis and they were divided as follows: 
1. Programs to encourage English language learning (27): These articles dealt with 
various national and international programs that were occurring in Chile at this time. 
Some articles announced language scholarships, encouraged studying abroad, while 
others highlighted programs promoted by the English Opens Doors Program. This is an 
important theme to focus on, because it shows how Chile is trying to support English 
language learning among Chileans. 
2. Lack of English language knowledge in Chile (19): This category used statistics in 
order to show how far behind Chile is when it comes to fluency in English. These 
statistics came from surveys taken by international companies and the national English 
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language competency exam (Simce12). As a result, experts were consulted to advise on 
how to improve the situation, editorials were written about the need to improve language 
learning in the country and the enormous gap between private and public schools in 
regard to language learning was acknowledge. This theme is valuable because it allows 
us to see various discourses playing out about the need to learn the language and the lack 
of knowledge that needs to be addressed. 
3. Controversy surrounding national English language program (7): This theme was 
generated due to two major controversies occurring in Chile at the time. The first dealt 
with the Simce exam and who was connected to buying the content and if the content was 
too difficult for students. The second controversy involved students who won 
BecasChile13, but did not receive a quality English program as promised to help them 
with their linguistic needs. The students affected were demanding classes of quality, 
which were assured to them by PIAP and Corfo as well as a deferment of their 
scholarship since they did not meet the language requirements to travel that year to the 
university of their choice.  
4. Entertainment and sports (5): These articles touched on different entertainment 
themes, such as a Chilean director refusing to make films in English, a Chilean artist 
debuting his first album in English and several major soccer players who began learning 
                                                
12 SIMCE (Sistema de Medición de la Calidad de la Educación) [Education Quality 
Measurement System] is national high stakes test given to students in 2nd, 4th, 6th, 8th, 10th and 
11th grades in order to test various subject areas. Testing for English is rather new and began in 
2010 and is given bi-yearly, so it has only been given three times so far (Agencia de Calidad de 
la Educación, n.d.).  
13 BecasChile is a national scholarship program that provides aid for Chilean students to 
study a Masters or a PhD abroad. 
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English due to their move to the UK to join major soccer teams there. There was also an 
article on a smart phone app that could facilitate your English language learning. 
While all of these themes contain discourses that touch on language ideologies, I am going to 
analyze the themes focusing on programs to encourage English language learning and lack of 
English language knowledge in Chile. These themes were chosen due to the number of articles 
written in each theme, which show significance, but also because they give us a better picture of 
what English language learning and policies looked like in the country at this time and the 
discourses that were being disseminated as a result of these factors. 
 The final step in my analysis was the implementation of Fairclough’s CDA to the articles 
in the two selected themes. Since discourses are historically and politically situated, I began the 
analysis by defining the context in which the articles were written: a neoliberal Chile in effort to 
make its mark in the globalized world. The next step of CDA is to address the social issue being 
presented and how social change is trying to be achieved (Fairclough, 1995b). The main social 
issue in these articles is the lack of the overall knowledge of English among the total population 
and the immense disparity between opportunities for English language learning among students 
of different social backgrounds. Although this latter issue was not mentioned in every article, it 
could be found by critically analyzing the numbers, themes and informants in the articles. As a 
result of this issue, there was a palpable effort to achieve social change through English language 
policy reforms, teacher testing and programs geared towards students from the lower echelon of 
Chilean society. I then went over the three basic dimensions that have to be addressed when 
doing CDA: description (discourse as text), interpretation (discourse as a discursive practice) and 
explanation (discourses as a social practice). I read through the articles looking for key linguistic 
patterns (adjectives, overlexicalization, verb choice, and other grammatical factors) that were 
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interconnected with key words that reflected the social problem (for example: “deficiency in the 
learning of this language,” “poor formation of teachers”, “lack of knowledge of English”) in 
relation to the context (for example: “globalized and competitive world,” “competitiveness of the 
country,” “competitive and developed country”). By doing this I went through the description 
and interpretation stages. After I highlighted these discourses, I began to look for the language 
ideologies that were embedded in the discourses (ideal English teacher, English as a privilege, 
standard English), which is the explanation stage. As a result, the next section will display this 
critical analysis by examining articles dealing with the discourses surrounding English language 
learning programs in Chile and the language ideologies they raise in the process. 
Programs to encourage English language learning. The most talked about theme in the 
58 articles found about English was English language learning programs that were promoted by 
the government or private companies in Chile. There were 27 articles in total referring to this 
theme where 14 came from El Mercurio and 13 from La Tercera. The main genres varied 
depending on the purpose of the article and I will be focusing on announcements and 
advertisements in this section.  
Announcements. First, I will begin with the genre of announcements. The articles that 
fall under this category referred to information being given to the reader about Corfo 
scholarships, which are a type of aid provided to people who want to study English in their free 
time. There were 9 articles in total devoted to announcing information and deadlines about the 
Corfo scholarships; therefore, much of the text about the logistics (deadline, website, cost) of the 
scholarship is given in every article.  
In addition to this logistical information, honorifics are a key component used in the 
articles, where their responsibility is utilized to explain the changes in the scholarship as well as 
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emphasis the importance of the scholarship. As mentioned in Chapter 3, honorifics are often used 
in media with the intent to cause the reader to respect that person’s opinion due to the role or 
degree of seniority that the person holds (Machin & Mayr, 2012). In the following excerpt, the 
Minister of Economy is utilized to announce that the selection pool of applicants would be 
widened for those who wanted to apply for the English scholarship. 
The minister of Economy, Pablo Longueira, highlighted that this year the requirements 
for the application process have been eliminated, so that any person can come to obtain a
 spot in this program, starting tomorrow…According to Longueria, “the English
 scholarships started for those businesses and sectors linked to global services and then
 extended to tourism, but this year, we have eliminated restrictions, therefore, any
 specialist, any Chilean professional, any person can apply.” (Más de 6 mil chilenos, 2012)
 [emphasis added] 
This excerpt is telling because it uses a variety of linguistic strategies, aside from using an 
honorific to validate its certainty. First of all, the verb “eliminate” is key to this discourse 
because it indexes the restrictions that are embedded in English language learning in Chile. 
Although the text does not mention the social factors that often lead to these restrictions directly, 
the use of the verb “eliminate” shows that there is some hidden barrier that was previously in 
place that no longer exists. In the same way, the strategic use of the adjective “any” also points to 
this. Overlexicalization is used because the pronoun is repeated four times in this excerpt, which 
indicates the universal nature that this scholarship is now taking. Longueria, as the honorific, 
takes the reader through the history of how the selection pool of this scholarship has changed 
throughout time, allowing him to show the advancement of Corfo without actually stating this 
fact.  
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 Through this analysis, one can see the discourses being used to promote this scholarship 
and to illustrate the ever changing and inclusive Corfo. These discourses bring up the fourth 
feature of language ideologies because they show how social actors are mediating social 
structures. In this case, there can be two foreseeable social actors, Longueria and the reader. 
Longueria is using the article in order to improve the public’s opinion about the nature of the 
Corfo scholarship. Through the use of specific discourses, he is trying to show that the 
government is making an effort to remedy the harsh disparity that occurs in language learning in 
regard to social class, yet he never mentions this directly. This is a hidden message that can 
cause reader to thus infer that the government is making an effort to correct a major flaw in the 
education system, but now it is up to the reader to take action and apply for the scholarship in 
order to take advantage of it. The importance of English is not mentioned in this article; rather, 
this idea is a presupposition or a taken-for-granted reality (Fairclough, 1995a; Machin & Mayr, 
2012) that is assumed due to the fact that the scholarships are being created to promote the 
language. This excerpt is an example of how an honorific is used to relay information to the 
public in order to increase the faith that the public has in a government organization, but it was 
done through the discourses that were framed to look like a simple announcement of a 
scholarship application. 
 A few days later another article was published about the scholarship, but this time using 
the regional director of Corfo, Víctor Fuentes, as the honorific. This excerpt repeats the idea 
given by the previous article, but also uses discourses dealing with globalization in order to give 
the readers specific reasons for the scholarship as well as emphasizes the agency of Corfo in this 
process.  
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“This program is the biggest that has been given in Chile and it will allow that any
 professional with a degree, who has graduated or who is in the last two years of his/her
 program, to opt to study 100 or 200 hours of English according to the availability of the
 person applying”, reiterated Fuentes. The regional director added that “we have expanded
 the program to all programs because we want to make Chile a more competitive and
 developed country. As such, we open up these scholarships to serve all Chileans because
 we want to bridge the gap in regard to the English language and have better prepared
 professionals and workers.” (Corfo hace llamado a postular, 2012) [emphasis added] 
When looking at this text, one can see the use of “any” again in order to index inclusion of 
people, but this time it is different because it is qualified. In the previous article, there were 
qualifications to show how the scholarship application pool had advanced from “any specialist” 
to “any professional” and now to “any person;” however, in this text, there is a clarification of 
what “any person” actually means. According to Fuentes, “any person” is limited to 
professionals with a degree or who have graduated or students who are in his or her last two 
years of higher education. Therefore, there are still restrictions for Chileans who have not 
attended a higher education institute, which discounts the statement made by Longueria; 
however, by using “any” again, it continues to infer a type of inclusivity that does not exist. 
 Aside from the use of “any,” Fuentes uses globalization discourses while also utilizing 
pronouns so that these two factors combined to create a sense of an effort on the part of Corfo to 
promote a program that will eventually help Chile grow as a country. Fuentes occupies the 
pronoun “we” four times in the text, without ever explaining who “we” consists of. Due to the 
action verbs used after “we,” it can be interpreted that “we” refers to Corfo since the verbs 
indicate the organization’s wants and actions. When looking at “we” in this way, the reader can 
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see that Corfo created a more inclusive scholarship because it, as an organization, wants to have 
a country that is more “competitive” and “developed.” By using this discourse, Fuentes is 
indirectly equating the knowledge of English to the inclusion of Chile in the global market. That 
is, he is suggesting that if more people learn English in Chile the result will be an improvement 
in the country’s development and competiveness, which is the ultimate goal of the organization. 
This thought is continued when Fuentes reiterates that Corfo has widen the selection pool, but 
this time, he claims it is for “all Chileans,” which revalidates the sense of inclusion that was 
suggested by Longueria. He finally concludes his statement by saying that these scholarships are 
being provided by Corfo since it is the organization’s goal to “bridge the gap” in relation to 
English to create employees who are better prepared. Here, the discourse “bridge the gap” 
indexes the severe differences between social classes in regard to language learning and it also 
indexes the idea of the prepared Chilean worker as the means towards pushing Chile into the 
global market. 
 The discourses used in this text were again given by an honorific in order to show how 
Corfo is working for the Chilean people. As in the former excerpt, this one also has discourses 
that point to how social actors are mediating social structures. Once again, the honorific and the 
reader are the social actors and it is up to the reader to interpret the honorifics’ discourses. The 
goal of the honorifics’ discourses is to show the reader that Corfo is working as a team to 
promote a scholarship that is designed to combat structural differences in regard to English 
language policy so that there can be a boost in the development of Chile. The reader must then 
decide whether or not to apply for the scholarship (if they meet the requirements) in order to be 
an active participant in Chile’s growth, which demonstrates the neoliberal ideology of 
individualism (Ong, 2006). 
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 These two texts demonstrate how announcements were used to disseminate discourses 
about English, Corfo and globalization. The information given took on the rational-functionalist 
perspective, where it framed English as a commodity that can lead to economic success. Through 
these discourses, language ideologies were indexed regarding English as a privilege as well as 
English as a means for national growth. The discourses that were used to talk about the new 
selection pool that is eligible for Corfo scholarships show that English continues to be a privilege 
in Chile. Individuals who have higher education degrees are the target of these scholarships, 
which leaves people who have not studied at a university or an institute out of the running for 
discounted English classes. English as a means for national growth is another language ideology 
indexed through the discourses about having people who are better prepared to work in the 
global marketplace. The reason these people are needed is to advance the country, which links 
class mobility to the national agenda (Urciuoli, 1996). The next section is different and will look 
at a business article about an English program in Chile that can be utilized to improve language 
learning, which demonstrates intertextuality through the discourses employed and reaffirms 
language ideology regarding need to learn English as well as the accessibility of learning English 
in Chile. 
Advertisements. The advertisement I chose was in the “Business Life” section of the 
newspaper where businesses use news-like information in order to promote their companies. 
Globalization discourses are rampant on this page, and this advertisement follows that lead. 
Intertexuality is woven throughout this text, because although the text is presented as an article, 
it utilizes statistics along with globalization discourses to sell a product, meaning it also acts as 
an advertisement. In addition to the text, the article contains a photograph of the national director 
of the company (see), which aims to show the professionalism of the company. The following 
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article will be analyzed by paragraph in order to see how the discourses used in it point to the 
language ideologies, English as a necessity for a successful future and English as a privilege. 
Figure 2. Koe Corporation Advertisement 
 
The article begins by setting the context in which this company is placed and it uses 
statistics and globalization discourses to impose the importance of English for individual success 
in the future: 
Due to the growing and thriving development of our regions, Chileans should master the 
English language fluently in a short term ... In fact, in surveys conducted during the year, 
in the greater Santiago area, nearly 80% of people considered that it is relevant to speak 
English to have a better job in the future. This is because that in addition to global 
demands, English has become a concrete value in the market. As such, it has been 
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concluded then that this language is the third factor that affects compensation, coming 
after profession and age. (250 cupos exclusivos, 2012) [emphasis added] 
First of all, I will address the statistic used in this excerpt. The text claims that surveys conducted 
in Santiago that year revealed that 80% of Chileans in that area think English is necessary for the 
future; however, there is no recognition of where the source of that number comes from. This is a 
type of presupposition, because meaning is being assumed in this text as a well-known fact. That 
is, in this case, the fact that English is relevant in order to obtain a better job in the future is an 
idea that is already assumed in Chilean society and therefore sources are not needed. The 
professional Chilean reader would not think twice about this fact since it is a common sense idea 
in their society (Harvey, 2005; Lemke, 2000). 
In addition to employing the statistic, the author also relies on a variety of globalization 
discourses. The article begins by letting the reader understand that we are in a moment where, 
not just Chile, but all of South America is “growing” and “thriving.” This paints a picture of a 
changing world through the use of gerund form of grow and thrive, which is a grammar form that 
indicates actions occurring in that moment, and it also gives the sense that this change is not 
going to end and it will continue as time passes. There is also a mention of “global demands” 
after the author gives the statistic of national opinion about the relevance of English. As such, 
there is an emphasis that this is not just a local problem, but rather it is a global issue due to the 
demands of the global market. It concludes with stating that English is third factor that affects a 
person’s salary, again, without giving sources of where that information comes from. This is 
another presupposition that is supposed to be taken for granted by the reader. The combination of 
these factors tells the reader that they must act fast and learn English now if they do not want to 
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be left behind. The article continues into a sales pitch, giving a quick solution to the problem 
created at the beginning.  
Finally, I want to focus on the visual used in the article (Figure 2). When images are used 
along with text, their purpose is to “present a particular interpretation of the attitude, character 
and identity of the person and consequently is another semiotic resource by which events and 
comments can be evaluated implicitly” (Machin & Mayr, 2012, p. 70). As such, it is important to 
look at the gaze, pose and setting that are being displayed on the page. When looking at the 
image, the first thing the reader notices is its location. The picture is placed symmetrically 
between the two columns of text, drawing the eye to it at first glance. The eye then focus on the 
person, who in turn focuses his gaze directly at the reader. This is what is called a “demand 
image,” because it creates an imaginary relationship between the person in the picture and the 
reader, calling for some kind of response from the reader as one would in a social interaction 
(Machin & Mayer, 2012). In this case, the direct gaze and the fact that the person in the photo is 
smiling, causes the reader to feel welcomed to engage with him, creating a positive interaction 
between the two agents. The pose and the setting add to this feeling of being welcomed, because 
the photo recreates a common image of a professional person (due to his suit) in an office, which 
is something relatable. The man’s pose is relaxed and attention is given to his entire body, so we 
can see his professional, yet calm persona. His office is neat (showing organization), rather small 
(showing humility), and has the iconic materials one would expect, like books, a laptop, and 
printer (showing professionalism). As such, the goal of the photo is to make the reader 
comfortable with this person, and therefore the company, which would ultimately result in higher 
sales for the business.  
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When looking at the analysis above, it is clear that Koe Corporation is adopting global 
discourses, along with statistics and visuals in order to sell its product. The discourses used by 
the company do not focus on the lack of English in the country; rather, they play on the necessity 
of it in order for a person to be marketable in a global era. As a result, these discourses index the 
language ideology of English as a necessity for a successful future, allowing the reader to decide 
if he or she will take the Koe challenge. Once again, individualism is key for the author, 
requiring that the reader be the one to take action, which in the end places the blame on the 
reader as a social actor if he or she did not take advantage of the opportunity presented (Ong, 
2006). However, due to this neoliberal ideology, English as a privilege is another ideology that 
can be found, but it is hidden in the discourses that are more covert. The fact that this 
advertisement is in the “Business Life” section of the newspaper, demonstrates the target 
population for this company, who are upper-middle class and upper-class readers of one of the 
most conservative newspapers in Chile. In addition, the prices for the courses are not given 
directly on the ad, so one must call, text, or email to find out that information, which could 
indicate that they are expensive since transparency is not being used. As such, this article 
perpetuates the idea that English is only for those who can pay to learn it, which is seen through 
its location in the newspaper and lack of information. 
Through the genres of announcements and advertisements, texts were created in order to 
inform people about English language programs available in Chile. However, when looking at 
the text more critically, the use of honorifics, globalization discourses, and the strategic use of 
grammar allowed language ideologies to be revealed. Both the Corfo articles and the Koe 
Corporation article brought up language ideologies dealing with English as a necessity for a 
successful future and English as a means for national growth, which illustrates a connection 
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between language and power. The underlying message of those discourses were that in order to 
be successful in the future, and in turn be a part of the development of Chile, one has to learn 
English. As such, agency is given to the reader where he or she must decide if action will be 
taken, which demonstrates the neoliberal ideology of individualism. English as a privilege was 
also indexed in the articles. Due to the restrictions placed on scholarships in regard to who can 
apply for them, one can understand that currently only those with means are able to study 
English, while those who are not in that position are being left behind. This was also present in 
the Koe article due to the covert discourses of the information that was not present and the 
location of the article in the newspaper. This language and power connection is clearly displayed 
in the national discourses promoting English programs in the country and it will continue to be a 
factor as we explore the second theme of this chapter, Chile’s lack of English knowledge.  
Lack of English knowledge in Chile. While the promotion of English language 
programs was the main focus of the media between 2012 and 2013, articles dealing with the lack 
of English knowledge was also important. There were 19 articles in total referring to this theme 
where 10 came from El Mercurio and 9 from La Tercera. The main genres varied depending on 
the purpose of the article and could thus be divided as education and editorial articles, but it must 
be noted that almost all articles were in response to discourses about unprepared English teachers 
and poor English language scores on high stakes exams. 
 Education. There were two major education issues that filled the headlines in 2012 and 
2013, the poor training of English teachers in elementary and high schools and the dire results of 
the English Simce exam. These two aspects are related in the fact that many people blamed ill-
prepared teachers for students’ poor results on the exam, which is now presupposition in the 
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country. As such, I will first analyze a text dealing with teachers and then move on to a text 
written about the 2012 Simce exam results. 
 On the day the 2012 Simce was given, an article entitled, “Expert: ‘There are not any 
teachers trained to teach English in elementary schools’” [emphasis added] was published 
foreshadowing the expected poor results on the exam. This title is revealing because it directly 
tells the reader that an honorific is the main source of the information that will be reported by 
starting with the word “Expert,” which is then followed by a direct quote from that honorific that 
makes a sweeping claim that there is not one prepared English teacher in Chilean elementary 
schools. The reader as such is impacted because someone of authority is addressing the grim 
state of Chilean schools in regard to English through the use of hyperbole or exaggeration 
(Machin & Mayr, 2012), which can cause readers transform this idea into a common sense fact. 
The expert interviewed was Mary Jane Abrahams, the director of English Pedagogy from the 
University of Alberto Hurtado and the president of the Association of English Teachers. In the 
interview, Abrahams criticizes the Ministry of Education’s efforts to reform English language 
policy by lowering the grade level when children start learning the language from 5th to 1st grade 
and she explains that teacher preparation was where emphasis needed to be placed since she sees 
this as the major issue.  
For Abrahams, a good English professor should have two basic characteristics: that 
he/she speaks the language at an advanced level and that he/she knows how to teach 
it. “It very simple, but the 2010 Simce – the only valid measure of what we have – was 
disastrous. And if they lower the age of English teaching, they are going to worsen the 
results…The worst part is that children absorb knowledge like a sponge. For that reason, 
we need teachers that are more fluent in English and have better pronunciation. It is 
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preferable to not give English than to give it with the current conditions.” (Frei, 
2012) [emphasis in original] 
This excerpt employs discourses that refer to the competencies of an English language teacher, 
which means that the reader can deduce that current teachers do not have these traits. Abrahams 
goes on to mention the 2010 Simce exam and that results were “disastrous,” again using 
hyperbole to emphasize her point. By doing this, she is connecting poor exam scores to the 
preparation of teachers and she is not taking into consideration other social factors that play into 
this issue. She then deploys a simile when she compares students to sponges and due to students’ 
nature to absorb material, she calls for teachers with better fluency and pronunciation. This 
means that current students or “sponges” are absorbing poor English skills since teachers do not 
meet the requirements listed by the expert. Finally, Abrahams ends her interview by utilizing 
another hyperbole, claiming that it is better to stop teaching English than to continue it with the 
current teachers that are available. This hyperbole is given more power by the author because it 
was printed in bold letters in the newspaper. Thus, readers are left to believe that unless some 
new type of teacher reform happens, English classes in elementary and high schools are a waste 
of time. 
 The discourses used in this piece are very authoritative, based on the opinion of one 
woman. No other sources are used to back up this opinion and her title is the only thing that 
gives this article weight. Solutions are also scarce, because other than suggesting that better-
prepared teachers are needed, there were no ideas given in the article as to how to try to achieve 
that goal. The discourses in this article indexed the language ideology about the ideal English 
teacher. While Abrahams did not talk about native speakers, they were embedded in her speech 
about English knowledge, fluency and pronunciation. As such, teachers must be native-like, or 
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they are not fit to be in the classroom. This type of thinking is a major factor in how students 
view language teachers, which causes the perpetuation of “the native speaker fallacy” 
(Phillipson, 1992, p. 195). Abrahams was one of the many critics calling for English reform in 
education; however, changes were not occurring, so the 2012 Simce results were also 
dramatically low. 
 When the 2012 English Simce results were announced, they were the major headline in 
Chilean newspapers. The top schools get their name in the paper (Revisa los 10 mejores 
colegios, 2013), but the overall scores of nation were dire, which caused reactions from around 
the country. These scores revealed the harsh differences between public, charter and private 
schools, which were already known, but the announcement of the Simce scores brought the 
inequality of the Chilean education system back into the conversation. The articles written about 
these scores focused on the numbers, especially in regard to the discrepancy found between the 
different types of schools. To sum up the statistics, 82% of students did not pass the Simce when 
taking the entire country into account (Melo, 2013). However, when looking at that number more 
closely, it was determined that 83.3% of students from a high socioeconomic class passed, where 
only 0.8% of students from the working class passed the exam (Melo, 2013). Those numbers 
were also broken up into the different school types, showing that 81% of private school students, 
15% of charter school students and 7% of public schools students passed the exam (Melo, 2013). 
These numbers reflect a 7% increase in scores when compared to the 2010 Simce results (Melo, 
2013). This pattern shows social reproduction is occurring in English language learning in Chile 
and while there may be improvements, there is still a striking gap between students who attend 
private schools and students who attend public schools. 
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That said, the improvement that occurred was of great importance in Chile, and the 
Minister of Education, Carolina Schmidt, was interviewed and she describes the results as 
positive due to the fact that there was a rise in the number of students who passed the exam. 
However, she recognizes that: 
we still have a long, very long way to go…Today the astonishing difference that exists 
for learning English between social economic classes tells us that learning English in 
Chile is a privilege for those who have the most and it is an unacceptable reality…in 
today’s world, learning English is a fundamental tool to generate opportunities, to open 
doors. (Melo, 2013) [emphasis in original] 
Through this quote, we can see Schmidt acknowledging the need for improvement in this area of 
education and she admits learning English in Chile is a “privilege”, which she deems 
“unacceptable.” What we see here are political discourses where a politician is appeasing the 
public by recognizing the unequal education system, so the public can believe she is on its side. 
However, the fact is, she offers no solution to how change the “unacceptable reality” of the 
differences, which leaves the circumstances as they have always been. As such, what is not said 
is actually more powerful here. Schmidt could have referred to reforms or programs that are 
being put into place to combat these inequalities, but instead, she just aligns herself with the 
public by acknowledging the unfortunate nature of the system, making her seem like she is 
understanding.  
 The final part of her interview adopts globalization discourses that index English as a 
necessity for a successful future. She calls English a “fundamental tool” that can “generate 
opportunities” and “open doors,” using specific discourses that reinforce the importance of 
English to an individual’s future success. The reader can thus imagine English as crowbar that is 
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part of the many skillsets of their toolbox as they pry the doors opens to their future. This 
imagery is powerful and reinforces the language ideology as such. This imagery is stronger than 
the fact that solutions are not offered to a major social issue in the country, leaving things the 
same as before the article was written. The next article, on the other hand, does try to offer 
solutions through interviews with the schools that received a one hundred percent passing rate on 
the exam, with the hope that their practices can be emulated throughout the country. 
 In 2010, there were 15 schools that had a passing rate of one hundred percent on the 
English Simce exam (Establecimientos con buenos resultads, 2013), causing the administrators 
and the teachers who work at those schools to become honorifics when it comes to English 
language learning. As a result, all the schools were interviewed and two trends were found that 
made these institutions successful English centers: the hiring of teachers from English speaking 
countries and requiring language certification beyond a university degree for Chilean teachers. 
These requirements are elaborated on further in the article: 
The Maimonides School, in Lo Barnechea, opts for British and US teachers for their high 
school courses. This is how the academic coordinator of the school, Marcel Lauco, 
explains it. He says that in this way they want that the students can practice and 
differentiate between distinct accents. And for Chilean teachers, the selection that they do 
for a teacher applicant in said establishment also requires that they exceed the knowledge 
that they get from their undergraduate program in pedagogy. “We look for people that 
have, as a minimum, passed the First Certificate (given by the University of Cambridge), 
which is a competency certification of English fluency.” (Establecimientos con buenos 
resultados, 2013)  
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This excerpt uses discourses that point to the language ideology of the ideal English teacher, 
while the language ideology of English as a privilege is embedded in the text. First of all, the 
requirements used at these top schools reflect the thought process of the expert in the first article 
analyzed in this section. Native speaking teachers are always given preference and this can be 
seen by the order they are talked about in the article. Throughout the text (not just in this 
excerpt), the native speaker is talked about first and the Chilean teacher is left as an afterthought. 
The difference between this text and the first one is the fact that these schools do not reveal 
whether or not the native-speakers have pedagogical training in language teaching. This was an 
important factor for Abrahams in the first article, but it is not talked about as a strategy for these 
top schools. The other important aspect to look at in this article is the fact that English learning is 
indeed a privilege. While this is not directly addressed in this text, it can be seen when analyzing 
the schools being interviewed. All the schools that made the top 15 list are private schools 
(EducarChile, 2013); therefore, they have the funds to pay for the type of teachers they seek. 
Once again, language is related to power and inequality cannot be resolved by seeking best 
practices from top schools if there are deeper social issues that go beyond having native-
speaking language teachers. 
 The discourses about statistics, globalization and inequality were used in this genre in 
order to address the gap that lies between the working class and the affluent class in regard to 
English language education in Chile. These discourses indexed language ideologies dealing with 
the ideal English teacher, English as a privilege and English as a necessity for a successful 
future. The first two are examples of the second feature of language ideologies because they 
show how different groups (e.g.: affluent students versus working class students or a certified 
teacher versus a non-certified teacher) that are within a larger sociocultural group (Chilean 
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education system) have distinct membership due to language disparities (Kroskrity, 2000). 
English as a necessity for a successful future is an example of the first feature of language 
ideology because it utilizes globalization discourses (e.g.: “fundamental tool,” “opens doors”) in 
the interest of the majority group (those who have the ability to study English due to their 
purchasing power) and leaves those who do not fit into that group in the background (Kroskrity, 
2000). These ideologies are being perpetuated by the media through these discourses, keeping 
them alive in Chilean society, which affects how English is seen in this context. This section 
focused on the lack of English knowledge in elementary and high schools, which gave a better 
picture of the educational system in Chile and the next section will reflect on this picture through 
two striking editorials that give opinions about the problems behind these issues.  
Editorials. When looking at editorials as a genre, it is important to acknowledge that they 
produce opinion discourses about a recent news event, given through the eyes of a usually 
anonymous author (van Dijk, 1996). As a result, these opinions are not personal; rather they are 
institutional, reflecting the social representations that the newspaper and its stakeholders want to 
project to public (van Dijk, 1996). The results of the English Simce were the catalyst for these 
editorials and they prove to be intertextual in the fact that they pull a variety of material from the 
articles already analyzed in this chapter in order to set the stage for the issue. It is important to 
note that editorials are expected to adhere to the following schematic categories: “summary of 
event, evaluation of event (especially of actions and actors), and pragmatic conclusion 
(recommendation, advice, warning)” (van Dijk, 1996). I will be critically analyzing these 
editorials according to these schematic categories so we can see how the editorials use discourse 
in a common sense way to reinforce language ideologies.  
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The first editorial, which is entitled, “English learning is indispensable,” follows the 
basics characteristics of editorials explained above. It is an anonymous opinion that follows the 
schematic categories by first presenting the issue of the lack of English in the country and then 
evaluating the statistics that show the country is in dire straits in order to finally promote a new 
English program by the Ministry of Economy and Corfo as the solution. Globalization discourses 
are the most prominent in this editorial, but there are also hidden political discourses that are an 
effort to get Chileans to see how the government is trying to help in this area. The editorial 
begins as follows: 
The results of the 2012 Census show that only 9.5% of the population has the ability to 
maintain a conversation in English (a mere estimation, while we must define the real level 
of said conversation), which indicates an important deficiency in the learning of this 
language, which is crucial for access to well-paying jobs and a primordial tool in a 
globalized and competitive world. In this respect, Chile is below average in the region. 
The efforts by authorities – which include giving teachers that give classes in the 
language the ability to improve and lowering the grade level of the teaching of this 
subject (today it’s mandatory from 5th grade to 12th grade) – are positive factors to 
reduce the current wide gap of knowledge of this foreign language which exists between 
students of different socioeconomic statuses. The latest Simce exam showed that only 
one in 10 Chilean student reached a ‘basic’ level. This proportion, however, rises by 50% 
among those who attend a private institution. (Indispensable aprendizaje del inglés, 
2013). [emphasis added] 
The first paragraph sets the stage to reveal the various steps the Chilean government is taking in 
order to remedy the poor English results in the country since the language is necessary in today’s 
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globalized world. The first sentence uses census statistics in order to show that a mere 9.5% of 
Chileans said they speak English, a number that the editor doubts, which can be seen by his 
immediate parenthetical thought that says that this claim by the public needs to be measured. The 
editor uses the word “we,” which can be interpreted in two ways: one, the editor is including the 
reader in this conversation where they have a part in making this determination, or two, the 
editor is including himself on the side of the government and is calling for action to be taken by 
them; but due to the strong underlying political discourses in this paragraph, I opt for the latter. 
The editor then employed globalization discourses by claiming that English knowledge is 
“crucial” in order to obtain a job that pays well and the editor then calls it a “primordial” tool in a 
“globalized” and “competitive” world. The use of the words “crucial” and “primordial” are key 
in this sentence because they both connotate a human necessity that one cannot lived without in 
the new globalized and competitive context. Chile is then compared to other South American 
countries, as was done in the advertisement above, pointing to that competitive nature of the 
world.  
The editor then goes on to list the various efforts being made by the Chilean government 
in order to combat the disparity between social classes in regard to language, which is where the 
hidden political discourses lie. By mentioning these programs, the editor is acknowledging that 
the government is being active about improving learning conditions in schools. It is an effort to 
let the public know that the people are being supported by the government and by ending the 
paragraph with the Simce statistics, the editor is again acknowledging the cruel reality in the 
Chilean education system, which shows alliance with the public. This paragraph does well in 
summarizing the issue and presenting the actors involved, which leads nicely to the next 
paragraph, which offers a solution to the problem. 
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Early teaching along with a significant dedication of weekly hours and creative learning 
methodology, which include audiovisual material, are indispensable to advance in this. 
From these methods, the Ministry of Education’s support initiative should be lead, also 
through giving textbooks, the learning of English in the first years of school, and also 
original, complementary programs, like “Penguins without Borders,” launched by the 
Division of Innovation, under the Ministry of Economy and Corfo. This project intends to 
send selected students from public and charter schools from all over the country to a six-
month internship in New Zealand, where they will attend school and live with local 
families. Authorities aspire to finance the trip and the stay of a thousand students per 
year, chosen for their academic merits in English, to participate in this experience which 
implicates the efficient immersion in the culture of an English speaking country. This 
formula (which they hope to replicate in other countries, like Canada and Australia) will 
have a great effect on those who participate and those in their immediate surroundings. 
However, the rapid development of the country requires broader efforts of significance. 
Hence, the reinforcement of English in the school curriculum is fundamental, just as is 
the support for the training of ideal teachers in this area. The widespread knowledge of 
English is an effective tool of social equality, because it permits better access to well-paid 
jobs and influences positively the levels of competitiveness of the country (Indispensable 
aprendizaje del inglés, 2013). [emphasis added] 
The end of the editorial gives solutions on how English language learning can be improved in the 
country due to the new nature of the world. The editor begins this paragraph by reiterating the 
efforts being made by the Chilean government in schools in order to transition to the promotion 
of a new program, “Penguins without Borders” that was under the supervision of the Ministry of 
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Economy and Corfo. The fact that this program is supported by these two groups is not 
surprising due to the globalization discourse used in this piece. While the Ministry of Education 
is preoccupied with creating reforms that deal with educational system, the Ministry of Economy 
and Corfo are looking for ways to innovate and create human capital, which the program intends 
to do.  
The editor goes on to explain the program and notes that “authorities aspire” to send one 
thousand students abroad and access to this program will be based on academic merits. Here 
there are two items to be noted. First, the editor uses the strategy of impersonalization when he 
uses the term “authorities,” because it is a way to conceal who is taking action (Machin & Mayr, 
2012). In addition, by combining “authorities” with “aspire,” we can see that some unknown 
group of people are hoping to send one thousand students abroad, but due to the connation of the 
word aspire, there is no guarantee that it will happen. Again, the impersonalization does not 
allow the public to acknowledge who is taking on this task, therefore, if it fails, there will be no 
direct person or persons to blame. The second item to be noted is the criterion that states that 
students will be selected based on academic merit. Due to the information we have gleaned from 
the previous articles presented, students who will have the best scores will come from 
institutions with stronger English programs, which are in all likelihood, higher priced charter 
schools, meaning that the equitableness of this program is questionable. In addition, it signals 
traces of meritocratic ideals, where social differences are actually ignored and only the best 
students who are thought to work hard will be rewarded (Freire & Macedo, 1987). 
The article ends using an array of globalization discourses that call for immediate 
attention to language learning in schools. There is an acknowledgement that the program 
“Penguins without Borders” is not enough, when the editor calls for “broader efforts of 
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significance,” reinforcement of English in schools, and the “training of ideal teachers” in 
English, which again repeats the current efforts that the Ministry of Education has in place. 
English is called an “effective tool” once again, but this time in the name of social equity, which 
reflects the goal of PIAP. The editor has framed English as a way for all people, regardless of 
social background, to gain access to “well-paid jobs” which in turn will increase Chile’s 
competitiveness in the global world.  
The discourses used in this editorial reinforce the language ideology of English as a 
necessity for a successful future, leaving it up to the reader to decide whether he or she will take 
all the opportunities being offered to them. These types of discourses try to convince the reader 
that the government is providing them with every possibility to learn the language, yet they do 
not account for the deeper social issues that hinder many people from taking those opportunities, 
which shows the English as a privilege language ideology. In this way, the editor has done a 
good job of reflecting the government in a positive light and thus the reader is left as the person 
responsible if he or she does not take action in the end (Ong, 2006). This editorial was traditional 
in its presentation of a problem, discussion of the social actors involved, and presentation of a 
solution as its conclusion. The following editorial differs greatly in its presentation as it takes on 
a first-person account of how English is perceived in the country.  
 The second article strays from what van Dijk (1996) claims is a typical editorial. First off, 
this editorial has a named author and he uses the first person when introducing the issue. The 
editorial does not offer a pragmatic conclusion, but rather is used as a medium to express social 
commentary on the issue. The editorial is entitled “We can’t even speak Spanglish,” and its goal 
is to paint a picture of English language learning in Chile and highlight what advantages are 
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being missed out on because of the lack of knowledge of the language. The editorial opens with a 
harsh critique of English teaching in Chilean schools by giving the editor’s experience: 
This is a table. This is a window [written in English in the original]. I don’t think that I 
learned much in the 8 years of English in elementary and high school. Even worse, I 
don’t remember that they taught me much more than these useless phrases. What a waste 
of time! Three hours a week dedicated to listening to indistinguishable conversations on a 
bad quality radio, with teachers forced to try to pass for bilingual. Who could become 
enthusiastic about a second language? (Urzúa, 2013). [emphasis added] 
This opening creates a familiar scene to many Chileans who attend or have attended public or 
charter schools. The editor talks about the “useless phrases” he was forced to learn and as a result 
he saw the class as “a waste of time.” By employing these words, the editor is reflecting his 
opinion on the state of English education in Chile, which he believes that the public will relate 
to. Stressing the time frame (3 hours) and the “indistinguishable conversations” which were 
implemented by teachers “forced” to teach the class further confirms the editor’s distaste for how 
English is presented in schools. These discourses reveal that few hours are devoted to the 
subject, language methodology is lacking and teachers do not necessarily want to be teaching the 
language, which when combined lead to a terrible learning environment. This sentiment is 
captured by the final line, “Who could become enthusiastic about a second language?” However, 
despite the editor’s experience with the language, he acknowledges that there is a need to learn it, 
but rather than using typical globalization discourses, he employs scientific ones which are 
reminiscent of the institutionalist perspective: 
This is bad, because scientific studies have demonstrated that the learning of a second 
language has surprising effects on human development, which goes beyond a better 
  134 
salary or a better job. The evidence shows that bilingual people present a better level in 
executive functions of the brain, particularly in relation to the processes associated with 
advanced thinking – the cognitive component that is most important in our mental 
processes – which translate in better capacity to concentrate on the information necessary 
to do a task or reach a goal. (Urzúa, 2013) [emphasis added] 
In this paragraph, the editor expresses that the state of English classes in the country is 
unfortunate since language learning can help with human development. He takes on a new 
argument, that has not been used in any of the articles presented and explains that there are 
advantages to learning English “beyond a better salary or a better job,” which seems he is putting 
aside those globalization discourses and putting focus on individual development. As such, when 
looking at the discourses he uses, “advanced thinking” and “better capacity to concentrate” in 
order to “do a task or reach a goal”, one can see the academic focus of creating better students so 
that they have the skills that will help them become human capital (Ogunade, 2011). This 
institutionalist perspective that the editor presents does not deny the economic benefits that come 
along with academic knowledge, but the academic skills are looked at with more value. 
Therefore, the editor is making an effort to introduce alternative advantages to learning a 
language. 
 The editor then processes to talk about the “worrisome” results of the Simce and he 
quotes statistics about the overall lack of English knowledge among young people and then 
mentions the stark differences between affluent, middle and working-class students. He then 
moves on to talk about the problem behind these numbers: 
The reasons behind our humiliating results vary. Poor teacher preparation is probably a 
key element; that is at least what studies from the Ministry of Education show. According 
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to those studies, 34% of current English teachers do not even have the minimum 
knowledge of the language. A clear example of how behind our educational system is. It 
is fundamental to reverse this situation. The lack of knowledge of English has economic 
consequences: it costs money, limits communication possibilities, limits the access to 
knowledge, the arts and the sciences. And while other nations advance, our efforts in this 
subject are evidently insufficient. (Urzúa, 2013) [emphasis added] 
The editor creates an alliance with the public when using the term “our humiliating results,” 
because he is including himself as a person who is part of the problem. The term “humiliating” 
indicates that the public should be ashamed of the numbers given, but since he includes himself 
as part of this population, the shame is shared. The word “vary” is important, because it points to 
more than one problem contributing to poor English classes in the country; however, the editor 
only talks about the poor preparation of teachers and utilizes the Ministry of Education as the 
source who has made this claim. By doing this, the editor is giving the Ministry of Education 
power and using the institution as an honorific that confirms his attitude towards teachers. The 
editor then moves on tell how far “behind” Chile is and claims “it is fundamental to reverse this 
situation.” The use of the word “behind” reinforces this idea that Chile as a country is playing 
catch up in its competition with other countries around the world. By calling to “reverse the 
situation,” the editor is acknowledging the desperate need for change, yet he does not offer any 
suggestions.  
He closes the paragraph by occupying globalization discourses. The editor claims the 
lack of English in Chile results in “economic consequences,” which he defines as both economic 
and social capital. When referring to the loss of money, he does not explain what money is lost 
or who is losing it, but it can be assumed that he is talking about a national loss of capital since 
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he explains that people cannot communicate, and thus, access to knowledge is limited in areas 
such as arts and sciences. These are areas where the country could be making headway, but 
according to the editor, “other nations advance” leaving Chile behind in the competitive, 
globalized economy due to the country’s “evidently insufficient” English. 
The article ends in tone that calls for urgent change. Within the text, there are hints of a 
rapidly changing world and it is up to the reader to take action. 
In moments where we are happy to know that we are coming to a day when Chileans can 
travel to the US without a visa, the question is, how much will we take advantage of this 
blessing. Of course, Miami and its malls will always be there, but to really take advantage 
of the opportunity, significant efforts will be necessary in order to end with the isolation 
of Chile. And you must hurry, because here comes Mandarin (Urzúa, 2013). [emphasis in 
original] 
This final message is geared to show the reader that now, more than before, there will be 
opportunities to use the language. At this time there was an announcement of an agreement 
between the US and Chile to end the visa requirement for Chileans who were visiting the US as a 
tourist, which is what the editor is referring to in the first sentence. There were always economic 
barriers in the visa application that kept working and middle class Chileans from traveling to the 
US, but with this agreement, any Chilean can travel as long as they can pay for a round-trip 
ticket. As such, the editor is using this current event to let Chileans know that they now will have 
an opportunity to use the language, but he is hesitant as to whether the opportunity will be 
utilized. Chile’s isolation, whether economic, geographic, or linguistic, is a social factor that is 
often referred to in the country. As such, the editor is using this trope to urge the reader to place 
it aside in order to move forward. He places a sense of urgency on the matter with the phrase, 
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“And you must hurry, because here comes Mandarin,” using humor to indicate the fast and ever-
changing nature of the world. This last paragraph gives the reader a sense that Chile has always 
been behind due to its isolation and unless people take action, they will continue to stay in the 
background. 
 This editorial gave a first-hand point of view of what English classes look like in Chile 
and explains how knowing the language could have advantages to human development and 
ultimately to the country. The editor demonstrates an institutionalist perspective when he speaks 
about the benefits of academic knowledge over the economic gains of learning English. 
Language ideologies about English as a necessity for a successful future and English as a means 
for national growth were indexed through these discourses. For this editor, a successful future 
had more to do with becoming a more knowledgeable and well-rounded person. While the 
economic success was addressed, the editor was focused on cultural advancement that could 
happen and was calling for people to step out of their comfort zones and learn something new to 
become more educated people. For him, this change would cause Chile to advance because it 
would generate people who were able to work in fields like the arts and sciences, producing 
cultural capital, which he saw as more valuable than just promoting the monetary gains that 
English can bring. This editorial was an example of the third feature of language ideologies 
because there was an attempt to use different discourses in order to encourage language learning 
and illustrate to the reader that knowledge was more important than capital gains. It should be 
noted that this was the only article of the 58 to try to encourage English for a reason that was 
other than economic.  
 Through the articles critically analyzed in this section, it was apparent that globalization 
discourses were the most utilized when discussing the need for English language learning. 
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Whether it was to promote a program, reinforce a standardize exam, or call for education 
reforms, the economic change that English can supposedly produce was presented. As such, 
language ideologies were reproduced, reinforcing specific ideas into the minds of readers. 
Language ideologies such as English as a necessity for a successful future, English as a means 
for national growth, the ideal English teacher, and English as a privilege were all indexed via 
the different discourses used in the articles. It is important to analyze the press because it is still a 
popular media in Chile today (Cabalin, 2013), and La Tercera and El Mercurio are leading 
actors in disseminating discourses about educational policies, as can be seen above. Nonetheless, 
there is also an understanding that other types of media need to be explored when looking at 
English. The next section will do just that as I examine two television commercials of a popular 
English language school in Latin America. These commercials have the probability of reaching 
more people due to the popularity of television in Chile (González, 2009); therefore, I will 
explore how this media type portrays English to the public. 
Commercials Promoting English Language Learning 
 This next section will critically analyze two Open English commercials. As mentioned at 
the beginning of this chapter, Open English is an online language company that has become 
widely popular in Latin America and this popularity has been attributed to its commercials 
(Chapman, 2013). The construction of the commercials is simple because they rely on two main 
characters: Andrés (who is the founder and owner of the company) plays the student who is 
taking Open English online courses and Wachu is the buffoon-like friend who attends a 
traditional language institute and still cannot speak English. The two characters are always in a 
situation where English is needed and Wachu always ends up failing miserably. The 
commercials play on common English mistakes that Spanish speakers make and they also use 
  139 
pop culture to capture attention. The following two commercials were chosen because they were 
aired between 2012 and 2013 in Chile, so they reflect discourses that were being disseminated at 
the time.  
I will begin with an analysis of the “How you doing?” commercial. Intertextuality is used 
in this commercial because it takes on a popular saying from Joey, a character on Friends, and 
implements it as a key phrase for humor purposes. The following is a transcription of the 
dialogue of the commercial and I have taken screenshots (Figure 3) of the major moments in 
order to convey the visual discourses being used.  
Figure 3. Screenshots of Open English Commercial “How you doing?” 
 
1. Andrés is sitting on a white swivel chair with his legs crossed and he has a laptop laid 
across them. Wachu enters with a stack of books. 
2. Wachu: “Llegué. Dos horas en trafico para regresar de mi instituto de inglés. ¿Y tú, 
qué haces?” [Wachu looks over to see what is on the laptop]  
Translation: I’m here. Two hours in traffic to get home from my English institute. And 
you, what are you doing? 
3. Andrés: “Voy a dar una clase en vivo con mi profesora de Open English.”  
Translation: I’m going to take a live class online with my teacher from Open English. 
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4. Wachu: “Chuuuu. Tú y tu cursito de inglés online”. [Wachu step back and puts on a 
sarcastic face. Andrés nods at him]  
Translation: Shuuu. You and your little online English course. 
5. Andrés: “Hoy me toca con Jenny de California. Ya vuelvo.” [Andrés gets up, puts his 
laptop on the table and leaves the frame. Meanwhile, while Andrés is away, Wachu 
sneaks up to his laptop]  
Translation: Today, I have class with Jenny from California. I’ll be right back. 
6. Jenny: [A coffee cup is next the laptop and a blond haired, blue eyed woman is on the 
screen with a huge smile] “Hi, ready for today’s lesson?” 
7. Wachu: [Wachu bends down to talk to her with a smirk on his face] “Hey baby, how 
you doin’?” [This phrase is said in the Joey voice from the sitcom “Friends”. Andrés 
returns and Wachu quickly backs away, dropping some of his books. Andrés throws out 
his arms in a ‘what are you doing?’ manner].  
Through the dialogue and the imagery presented above, Open English is creating a situation 
where they are comparing traditional classes with their online classes. The commercial begins 
with Andrés sitting back on a chair using his laptop with a cup of coffee on the table when in 
comes Wachu, tired, with a large stack of books in his hands. Wachu then complains about being 
stuck in traffic for two hours coming back from his English class at the institute. The 
combination of the visual and dialogue create the perfect juxtaposition that company wishes to 
convey: Open English allows you to sit back at home and relax while you study, where 
traditional institutes cost you time and frustration in travel. Also, in traditional institutes, you 
often have a number of texts to read, where with Open English, all you need is your computer to 
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study. Through the visual and verbal discourses, Open English is marketing the ease of its 
program to viewers. 
 The scene then shifts gears over to what Andrés is doing, where he explains to Wachu 
that he is about to take his class online and he mentions his teacher is from California. Andrés 
gets up and leaves for a moment and we are able to see Jenny on the laptop, and she is blonde 
and has blue eyes, visually verifying her nationality with a stereotype of what a person from the 
US looks like. These discourses index the language ideology of the ideal English teacher. As 
mentioned before, native speakers are usually thought of as the best language teachers 
(Canagarajah, 1999) and this is a major selling point for the company because they only use US 
teachers for their classes. As such, the message that a native speaker is the ideal language teacher 
is portrayed through the semiotic practices in this commercial, which reinforces the ideal English 
teacher ideology.  
 The commercial ends with Wachu trying to flirt with Jenny, by using his best Joey 
impression (he even extends his use of the “o” when saying the phrase), but is quickly caught by 
Andrés, who chastises him with a gesture. The use of this popular phrase helps to bring humor to 
the commercial and make the company more likeable. Instead of talking about globalization or 
salary figures, the company focuses on the ease of learning from home, native English-speaking 
teachers and humor to attract customers. The next commercial is subtler in regard to the sales 
pitch, but the context and humor used get the message across. 
 The commercial entitled, “Wachu in the Call Center” allows us to see Wachu on his first 
day as an operator at a call center. The transcript and the screenshots are below. 
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Figure 4. Screenshots of Open English commercial “Wachu en el Call Center” 
 
1. Boss: [The boss drops a stack on books on the desk] “Here’s your name tag and your
 manual, are you ready?” 
2. Wachu: “Yes, yes, ready” 
3. Phone rings twice 
4. Wachu: “Hello, my name is [looks for name tag on desk] Adam from Mississippi and
 welcome to custume supporting.” [custume supporting was pronounced in this way] 
5. Andrés: “How do I upload pictures to my new laptop?” 
6. Wachu: “Laptop?” [scratches his head as he shuffles through papers] 
7. Andrés: “Wachu, ¿eres tú? ¿Estás trabajando en un call center?  
Translation: Wachu, is that you? Are you working in a call center? 
8. Wachu: No, yo no soy yo. [sits up straight and has a worried look on his face]. Yo soy 
[looks at name tag again] Adam from Mississipi. This is a grubAchion, leave your 
message. [said in a robot voice]. Beeep. [Andrés shakes his head and laughs] 
Translation: No, I’m not me. I’m Adam from Mississippi. This is a recording, leave your
 message. Beeep. 
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In this commercial, Open English is using globalization discourses, which can be seen by the 
visual cues of the context. We first see Wachu, sitting down at a desk with a computer and he has 
a headset on as a man brings him manuals and new name for him to begin his job. Through these 
visuals, the viewer is able to gather that a call center is being used as the context for this 
commercial, and by doing this, Open English is acknowledging the growth of outsourcing in the 
world. Call centers in Latin America are becoming more popular (Sutter & Williams, 2012) and 
this commercial is addressing this trend. It should be noted that call centers are seen as places 
“where language is the center of the commodification process,” (Heller, 2003, p. 476) and that 
the people who work there are constantly recreating and performing new identities (Rahman, 
2009). This commodification process and identity recreation are addressed in the commercial 
through the visual cues used in the video.  
 The next part of the commercial shows Wachu receiving his first call as an operator. 
Here, we see Wachu fumble for his nametag because he cannot remember his new name and 
mumble a welcome message that resembles English. Andrés, of course, is on the other line and 
with his perfect English asks a question about his laptop. The word “laptop” confuses Wachu and 
he uses facial expressions and the scratching of his head to relay this message as he repeats the 
word with an interrogation tone at the end. Andrés immediately recognizes that it is Wachu and 
asks him if he began working at a call center causing Wachu to panic. He begins to speak in 
Spanish and say he is not himself, looks for his nametag again to remember his name and then 
assures Andrés that he is Adam from Mississippi. Wachu then quickly changes his voice to 
sound like a robot and states “this is a ‘grubAchion’, leave your message…beep,” leaving 
Andrés to shake his head and laugh. Through this closing line, the company is using one of its 
signature jokes, the use of Spanglish, to end the commercial. It is a common practice for Spanish 
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speakers to occupy the ending “-chion” at the end of Spanish words in order to change them to 
English, in the same way that English speakers add “-o” to an English word to make them 
Spanish. As such, Wachu quickly implements this rule and creates the word “grubAchion” 
(grabación in Spanish) instead of saying recording, like he should have. The combination of the 
visual and verbal discourses create the message for viewers that if they take courses with Open 
English, they will not end up like Wachu or in contrast, if they do not take the courses, they will 
just be another operator who makes the same mistakes as the outlandish character. 
 This commercial is not as direct as the last with its message to the viewer. One must sit 
back and read between the lines as well as observe the visuals used in order to tease out the 
language ideology being indexed here, which is English as a necessity for a successful future. 
Once again, globalization discourses are being adopted through the context and the dialogue so 
that the viewer can see that English is necessary to survive in today’s world. Open English wants 
to convey that without English, the viewer will end up like Wachu, so by picking up the phone 
and calling the company, the viewer is taking a step towards a better future. 
 Through the analysis of these commercials, I wanted to show how English is being 
portrayed through another media source. Here, the goal of the commercials is to sell a product, 
but while doing so, the company utilizes discourses that perpetuate current language ideologies 
that exist. As such, viewers get fed the idea that an ideal English teacher exists and they are 
shown that English is a necessity for a successful future. These language ideologies are tied to 
power because as the discourses are disseminated and the language ideologies reinforced, people 
will continue to give preference to native speaking teachers and the value of English will 
continue to rise, leaving other languages as less important. These are ideas that have become 
embedded in society and due to the fact that they are being spread through television, their 
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impact is that much stronger. These two language ideologies are examples of the first language 
ideology feature. Since the company only has native speakers as teacher, they are creating this 
group of people as the majority group and placing non-native teachers in the group that is less 
valued. In the same way, this can be seen with the language ideology English as a necessity for a 
successful future, because the company is creating a niche of English speakers who have been 
taught the language correctly by their online methods, where those who study at institutes or do 
not study at all are left behind in the globalized world. The final section of the chapter is going to 
step back in regard to the scope of dissemination and look at a source that is geared specifically 
at the targeted population of this study, Santiago Institute’s English program website. Since the 
principle participants of this study are Santiago Institute students, I believe it is important to see 
how the English program is portraying the language to the students.  
Santiago Institute’s English Program Website 
As education becomes commodified within the social world, institutes of education find 
that they have to market themselves in order to survive. As a result, discourses about the skills 
they offer students are used in order to make the institute more appealing to the public (Urciuoli, 
2003). In the case of Santiago Institute, one of the skills they are using to promote their institute 
is the knowledge of the English language. Taking for granted the language ideology, English as 
a necessity for a successful future, English is used by the institute as a commodity to sell to 
potential and current students. As such, it is important to analyze how the institute is portraying 
English to this population. When looking at Santiago Institute’s English program website, two 
major discourses are found, globalization discourses and quality discourses, which each index 
various language ideologies. 
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Figure 5. Homepage of Santiago Institute’s English program website 
 
 When first logging onto the website, globalization discourses can be found by looking at 
the imagery and text of the site. First of all, the viewer is greeted with an icon of a globe, a 
yellow briefcase, a notebook, a passport and a pen that has the words “ENGLISH PROGRAM” 
under it as well as smaller text that says “Programa de Inglés” along with the Santiago Institute 
logo (Figure 5). From this image, the viewer can gather that the English program will allow 
students access to mobility. By putting the words “English Program” in all capital letters and in 
bigger font than the Spanish words, the institute is showing the importance of the English 
language. The different aspects of this icon, when combined, index the idea of English as a 
necessity for a successful future, especially in today’s globalized world. Students are no longer 
going to be confined to only work in Chile, but rather, with the skills they will learn at this 
institution, they can pick up that yellow briefcase and go anywhere on that globe that they 
choose. 
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 Another important globalization discourse that can be found is the fact that almost all of 
the text on the page is in English. This does not go for just the homepage either, but for all the 
pages that explain the program, its methodology and the language exams. While one can 
interpret this as not user friendly since most Santiago Institute students do not speak English, I 
believe that the program is trying to emphasize the power of English. By having a website about 
an English program entirely in the target language, Santiago Institute is placing an importance on 
the language and showing the power that the knowledge of the language can give to you. 
Therefore, students who learn English will be able to understand the webpage (and many others), 
which gives them access to other information in the language. This combined with the icon allow 
students to see they are missing out on information and opportunities if they do not learn 
English. 
 Through the visual discourses given on this homepage, one is able to see that English as 
a necessity for a successful future is the key language ideology indexed here. It is the goal of the 
institution to illustrate to students this idea and how English can provide them the power to 
access the world, which is shown cleverly through the icon and the choice of language in the 
text. It is important to note that no actual textual discourses are used like English opens doors or 
English is a tool, but rather the institute relies on these visuals to express this sentiment since 
most students can probably not understand the text provided on the site due to their lack of 
knowledge of the language. 
Figure 6. Santiago Institute and Oxford University Press logos as the footer on website 
 
 Aside from globalization discourses, there are various quality discourses that are used in 
order to show that Santiago Institute is teaching true English. In Chile, outdated books and 
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materials are often used in language programs because of lack of monetary resources to provide 
new ones; however, in 2012, Santiago Institute officially made a change in its curriculum 
regarding books and materials. They came to an agreement with Oxford University Press, who 
was hired to create books that are specifically designed for Santiago Institute students, creating a 
brand for the institute that was backed by a prestigious publishing company. As such, the 
placement of the Oxford University Press logo is now placed side by side the Santiago Institute 
logo at the bottom of the webpage (Figure 6), assuring students of the quality of their materials.  
 In addition, there is a page devoted to the “Oxford Quality Programme,” where the 
material of said program is never discussed, but rather the quality that the Oxford name brings to 
the materials. The text is written in English and is as follows: 
Santiago Institute demonstrates its commitment to using quality English language 
teaching materials by entering the Oxford Quality Programme. The Oxford Quality 
Programme is an agreement between Oxford University Press and selected schools 
worldwide who share a commitment to excellence in teaching English. Over a 5-year 
period, Santiago Institute [emphasis in original] will work in collaboration with Oxford 
University Press to ensure the highest quality of curriculum, assessment materials, and 
teacher training. Recognized as the “home of the English language” because of its famous 
dictionaries, Oxford University Press publishes high-quality English Language Teaching 
Materials. As a department of the University of Oxford, it furthers the University’s 
objective of excellence in research, scholarship, and education by publishing worldwide. 
(Instituto de Santiago English Program, n.d.b) [emphasis added excepted for where 
indicated] 
  149 
When looking at this text, the overlexicalization of quality, commitment to excellence and 
Oxford University can plainly be seen. There is a clear indication that through the use of the 
word “quality” and by naming “Oxford University” Santiago Institute is also branding itself as a 
“quality” institution with a “quality” program through their association with these materials and 
university. The fact that the text states that the Oxford Quality Programme is something that is 
provided in just a “select” number of schools worldwide, demonstrates an attempt to show that 
the program is exclusive, which can connotate as better for many people. Also, by recognizing 
that Oxford University Press is the “home of the English language,” there is assurance that the 
true English language is being taught to students, again adding to that brand that Santiago 
Institute is trying to create. 
 Through the use of quality discourses, Santiago Institute is establishing a particular image 
for students in regard to the English program they provide. This is a good marketing tool for the 
institute, which can use English as a skillset to sell to potential students. But while using these 
discourses, the institute is also indexing the language ideology associated with speaking true 
English. We are currently living in an era where world Englishes are rampant and where accents 
and grammars of different languages are becoming hybrid (Kachru, 1992; Pennycook, 2003), 
causing students to look for true English when learning the language. Santiago Institute is 
playing on this idea by choosing Oxford University Press as its representative since the company 
is the “home of the English language,” placing it at the top of all other Englishes, giving it status. 
As such, the ideology that a true English exists gets perpetuated through this discourse and 
students are prone to believe this due to the prestigious name behind the statement. 
 As such, the Santiago Institute English Program website utilizes globalization and quality 
discourses when illustrating English and its role to their students. Through this analysis in this 
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section, I was able to gather that two language ideologies were indexed, English as a necessity 
for a successful future and the idea that there is one true English. Both of these ideas are linked 
with power, but in different ways. The first deals with individual power, which according to this 
language ideology means that by learning a certain skill, in this case English, people will thus 
have more opportunities available to them. However, this does not look at how outside factors 
may impede a person’s ability to learn English, leaving that person as the agent of their own 
failure. The second language ideology is associated with power in the fact that it perpetuates the 
idea that there is one true English, putting a lesser value on all other Englishes in the world. 
Therefore, people who take on this language ideology will thus judge people based on which 
type of English they speak, instead of taking into consideration the dynamic nature of language.  
Conclusion 
 Through this chapter, it was my goal to critically analyze the way in which different types 
of media portray the English language in Chilean society. This is an important aspect of this 
study because by looking at the discourses disseminated, one is able to see the various language 
ideologies that are being proposed or reinforced in society. The major language ideologies found 
through this analysis were English as a necessity for a successful future, which is connected to 
English as a privilege, the ideal English teacher, English as a means for national growth, and 
the idea that a true English exists. 
 The most predominant language ideology found across all three media forms was the idea 
that English is a means for future success. Whether there were discourses talking about the 
reasons for the Corfo scholarship, the need to improve English education in Chile, or the 
necessity to speak the language to work in today’s globalized world, the idea that English is the 
key to one’s future was prevalent throughout the various media texts. This particular ideology is 
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dangerous because it makes English into a tool that is seen as a feasible and easy way to gain 
success in the future, but it does not take into the account the numerous structural issues that may 
hinder a person from truly gaining access this tool. As such, the people who are reading the 
articles or viewing the commercials or website are being shown the many ways they have access 
to learning English, but the various restrictions, monetary or otherwise, are not displayed. 
Therefore, when people do not learn the language, it is made out to be their fault due to the 
plethora of options they have…or so says the discourses. This idea is tied with the neoliberal 
idea of individualism, where social actors are now responsible for their fate due to the fact they 
now have choice to choose the best educational option (Clarke, 2004; Fraser, 2003). But when 
looking at the discourses more carefully, the restrictions become apparent and it can be seen that 
in reality English is only for the people who have the money to access it in Chile, which is 
reflected in the English as a privilege ideology. Being eligible to access scholarships, online 
programs or quality English programs all have restrictions that require money or cultural capital, 
which ties the language to power, especially in a country like Chile that has glaring social 
disparities, leaving those without capital behind. 
 Another common language ideology dealt with the ideal English teacher. This language 
ideology was seen in newspaper articles and the television commercials, where the native 
English speaker was always the preferred teacher in the discourses. If the texts referred to non-
native speaking teachers, those teachers had to be “native-like” if they were to be of value. This 
language ideology when perpetuated places a certain value on native English speakers, targeting 
them as the people ideal for the job. As a result of this thought process, educational institutions 
and students seek native speakers since this language ideology is widespread and people believe 
native English teachers are better teachers, which displays the native teacher fallacy 
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(Canagarajah, 1999; Pennycook, 1994; Phillipson, 1992). This has a negative effect on non-
native speaking teachers, who are actually trained in teaching the language, because they are 
automatically not valued as much due to their non-native status. In this case, the native English 
speaker holds power and as a result often replaces non-native speaking teachers in the classroom. 
 English as a means for national growth was also a language ideology discovered. Due to 
the nature of this language ideology, it was only found in the press since that media deals 
exclusively with national issues. This ideology is similar to the first one explained above, but 
rather than focusing on the individual, it focuses on the nation. This is a strategic move on the 
part of the newspapers because they are calling for a nationalistic stance on language learning. 
Therefore, as people help themselves, they in turn help the country (Urciuoli, 1996). The same 
factors are taken into consideration here and blame is still placed on the individual, but rather 
than it resulting in a personal loss, it becomes the loss of the entire country.   
 Finally, the idea that there is a true English was a language ideology mentioned only once 
in the texts analyzed. This language ideology was used in order to give value to Santiago 
Institute’s English program and can be troublesome because it creates the idea that only one true 
English exists. Just as with the ideal English teacher language ideology, this places a higher 
value on a certain English, leaving all the others in the background in order to be judged for their 
validity. This language ideology creates ideals as to who speaks best or what is considered 
proper English, which denys the changeability of language, creating expectations of a right way 
to speak the language, which can have repercussions, especially in today’s globalized world. 
 By reviewing these language ideologies, I wanted to let the reader see the dominant ideas 
that were being transmitted at the time of this study so they can understand the broader context 
of the world we are about to enter. The discourses reviewed and the language ideologies that I 
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explained play a key role in the following two chapters as I look at English classes in Santiago 
Institute as well as students’ experiences with them. As seen with Will’s quote at the beginning 
of this chapter, my participants were exposed to these discourses and language ideologies and 
thus relayed them to me according to their experiences and expectations for the future. Thinking 
about English as a tool is an idea that we will see repeated in the upcoming chapters, not just by 
students, but also by those creating and implementing the mandatory English language policy at 
Santiago Institute. As such, the next chapter will look at the next medium of discourse 
dissemination, Santiago Institute. In order to this, I will explore the makeup of a typical English 
classroom through the eyes of Santiago Institute’s English curriculum and program director’s 
vision (policy), while contrasting it with classroom observations and teachers’ experiences 
(practice) so that I can demonstrate the connections and disconnections between policy and 
practice at the ground level.  
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CHAPTER 5. FROM PAPER TO PRACTICE: UNDERSTANDING THE TENSIONS 
BETWEEN POLICY CREATION AND POLICY IMPLEMENTATION  
Everyone said, “Speak English only…never ever speak Spanish and never allow them to speak in 
Spanish.” And, umm, I broke that rule pretty much within the first five minutes of class. Because 
I came in and said I’ll see where they are and I started out introducing myself in English and I 
looked at their faces and they were just like (opens mouth and eyes and shakes head from side to 
side). And so I decided that I would just try and do the majority…of my class in Spanish. And 
now I am trying to change over…I am speaking more in English and more slowly…building up 
to that, but still mostly Spanish. (E. Ferguson, personal communication, May 15, 2013) 
 The scenario described above is the case of an “English only” policy that was passed 
down to Elizabeth, a TIP at Santiago Institute, to implement, but the experiences that she had in 
the classroom made it difficult for her to enforce. Therefore, she made the executive decision to 
break the policy she was given in effort to make class easier for students to understand and then 
she made a conscious effort to take steps so that she would eventually be able to follow the 
policy given to her. This tension between policy and practice as illustrated by this scenario is the 
focus of this chapter, as I analyze how policy is created and implemented at Santiago Institute. 
This analysis allows me to better gauge students’ perceptions about English, since it looks at the 
discourses being disseminated through policy and teachers’ implementation of that policy in the 
classroom environment. As mentioned in Chapter 4, public discourses can affect how students 
view English and its power, but their direct connection with the language also plays a role. 
Therefore, in this chapter, I will be exploring the Santiago Institute English classroom in depth. 
First, I want to explore the policy aspect of the classroom. As such, I will be reviewing the 
overview of the program, as written on their website, as well as illustrate the vision for the 
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program as described by the English program director. By doing this, I will be demonstrating 
how policy actively becomes discourse that is spread to teachers and students, as well as show 
the program in its ideal form. I will then describe snapshots of a typical Santiago Institute 
English classroom in order to understand how policy is being enacted. Through this analysis, I 
hope to demonstrate the convergence and divergence that occur between policy and practice as 
teachers try to implement policy in the classroom. Lastly, I will review interviews with teachers 
in order to hear first hand their struggles with putting policy into practice from their perspectives. 
As I unveil these different versions of the Santiago Institute English classroom, I will note the 
discourses used that index language ideologies that were seen in Chapter 4, as well as new ones, 
in order to understand how the participants reproduce, reject or rearticulate ideas surrounding 
English by using the English classroom as the major theme. 
Policy as a Discourse 
 In this section, I will do a critical discourse analysis of Santiago Institute’s program 
overview and an interview held with the English program’s director, Alonso Chávez, where he 
describes his efforts to improve the program and his vision for it as a result of these changes. It 
should be noted here that the curriculum is comprised from four different sources, the Common 
European Framework References (CEFR) International Standards, the Test of English for 
International Communication (TOEIC) Levels of Competency, which is sponsored by 
Educational Testing Services (ETS), the Oxford Quality Programme book, and Santiago 
Institute’s take on the communicative approach to language learning (Instituto de Santiago 
English Program, n.d.a). For this reason, I will first analyze the English program’s overview on 
its website, since it holds the essence of what the curriculum should look like and it is the public 
discourse that is shared with teachers and students. Then, I will demonstrate how that viewpoint 
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is a mirror of the program director’s vision as I explore his take on the English program in regard 
to its curriculum and textbook. 
 The English program overview. By looking at the program overview, I hope to exhibit 
how the English program is being portrayed to both teachers and students at Santiago Institute. 
This overview describes a program that is engaging, interactive and diverse, creating a sense of 
quality and experience wrapped into one program. The overview is divided into three sections: 
facts and figures, teaching approach and English levels and can do’s. This section will delve into 
these aspects in order to gain a better idea of how the program is supposed to look on paper. 
 To begin with, the “Facts and Figures” section is provided in order to give the viewer a 
general overview of the English program. This information is given in bullet points, which 
creates the feeling that the information is indeed factual due to its conciseness and use of 
numbers throughout, which can be seen below: 
• To ensure an effective learning environment, the English classes cannot have more 
than 20 students. 
• The Program develops more than 40 different subjects in general English and ESP 
courses. 
• All the students receive a customized, high-quality, and authentic learning material 
from Oxford University Press, Educational Testing Services and other world known 
publishers. 
• Over 350 certified EFL instructors teach more than 70.000 students per year. 
• The Teacher Internship Program (TIP) brings TEFL-certified English native speakers 
from various countries to teach at Santiago Institute every year. 
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• Most EFL staff members have access to a wide variaty [sic] of professional 
development opportunities both at [sic] campus or at [the] national level. (Instituto de 
Santiago English Program, n.d.a) 
The first bullet point describes the quality of the classroom environment that is strived for at 
Santiago Institute. Since the program is trying to promote an “effective learning environment,” 
class size is limited to 20 students, which demonstrates a concern for the students’ learning. The 
following point boasts of having over 40 different subjects in general English and English for a 
Specific Purpose (ESP) courses, which allows the viewer to believe that there are options when it 
comes to which courses you take. The viewer is then told that a “customized, high-quality and 
authentic” learning material will be given to them. This statement is solidified by the use of 
honorifics through the mentioning of “Oxford University Press, Educational Testing Services 
and other world renowned publishers.” This particular bullet point demonstrates to the reader 
that the English program has created a customized material (we are not told what), that is of high 
quality, which can be seen through the honorifics and that it is unique from other learning 
materials. The fact that the material is not specified should be noted because in being vague, the 
program is leaving the viewer to wonder what that unique material is. If they would have simply 
written book (which is in fact the material the students receive), it would not have the same sense 
of uniqueness since almost all English classes give books to their students. As such, the English 
program is distinguishing itself from other programs. The next two bullet points also indicate 
quality as the program talks about its certified English instructors from Chile and abroad. By 
mentioning that there are 350 certified teachers and the number of students that go through the 
program each year, the program is showing its scope. Having native English speaking teachers 
also brings up the quality of the program because it is trying to show that students will gain a 
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diverse experience through their interactions with TIPs, the teachers from the Teacher Internship 
Program. Finally, the last point talks about the many opportunities that teachers will have in 
order to participate in professional development, both on campus and around the country. This is 
important because it points to quality once again in the fact that teachers are continually learning 
in order to provide the best experience for students. That said, the spelling and preposition errors 
take away from that presentation of quality, but since most students will not notice the tiny 
mistakes, the general idea of quality is left with them.  
Through these facts and figures, the English program made an effort to display both its 
scope and its quality to people who view the webpage. The use of bullet points made reading 
quick so that the information became like a list of facts that are not to be questioned. This 
information leads to the next section that describes the teaching approach that is used at Santiago 
Institute, which breaks from the traditional, grammar-based English classroom that one is used to 
in Chile.  
 The second section on the program’s overview describes the teaching approach that is 
used by Santiago Institute English teachers. While the term communicative approach is not used, 
the details described in this section point to that methodology due to the interactive, 
communication-based classroom that is encouraged (Brumfit, 1979; Richards & Renandya, 
2004; Roberts, 2004; British Council, n.d.). Since this is the only Santiago Institute contribution 
to the curriculum, the entire teaching approach section will be analyzed because it works as the 
foundation of the curriculum for the program, creating teaching guidelines and broad objectives 
for students. The section begins by explaining a typical lesson at Santiago Institute: 
An English lesson at Santiago Institute should be a fun and a natural language experience 
where the students learn English in the process of real life communication. The language 
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content is presented through functional and communicative tasks triggering spontaneous 
interaction of the spoken language. (Instituto de Santiago English Program, n.d.a) 
[emphasis added] 
This paragraph addresses the essence of the communicative approach through the use of the 
words “fun” and “natural language experience.” Students are supposed to enjoy class and learn 
English in a natural manner, where grammar drills, repetition and direct translations are left 
behind. Instead, “real life communication” will be used through the use of “functional and 
communicative tasks,” which allow students to produce language spontaneously. This type of 
learning is part of the natural learning approach, a branch of communicative teaching, which 
encourages student-centered authentic language learning in everyday settings over teacher-
centered grammar lessons in the classroom (Krashen, 1981, 1982/2009; Krashen & Terrell, 
1983/1995). As such, classes should be mostly communicative where students are producing 
language through the guidance of activities prepared by the teacher. A description of possible 
activities is presented in the next paragraph, giving teachers and students an idea of what this 
could look like: 
Learning should be accompanied with contemporary course books, teaching aids, real 
objects, and information technologies. Group work and pair work activities should 
prevail during the course resembling everyday situations. Role plays and open chats 
should be implemented in every class. (Instituto de Santiago English Program, n.d.a) 
[emphasis added] 
In this paragraph, the tools that a teacher should use are highlighted in order to once again 
differentiate between Santiago Institute’s English classes and more traditional ones. The tools 
used at Santiago Institute consist of current books, various teaching aids and technology, which 
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are all used to facilitate language learning. Group work and pair work is also suggested where 
students engage with day-to-day situations, making the learning process meaningful and useful 
to students. Finally, role plays and open chats are supposed to done in each class, which would 
give students the chance to actually produce language with their peers and teachers. This 
paragraph does not provide information as to where teachers get these resources or if they will be 
provided by Santiago Institute, just the fact that they should be used. The next paragraph leaves 
the tools behind and addresses instead the classroom climate that should be formed in a Santiago 
Institute English classroom. 
Ideally, the sitting arrangement should be in the form of a “U” creating a friendly 
environment. The teacher should focus on functional and meaningful communication, 
vocabulary, pronunciation, and intonation rather than form and accuracy. Correction and 
feedback should be provided not interrupting the students as they participate. Making 
mistakes is the only way to improve one’s language. (Instituto de Santiago English 
Program, n.d.a) [emphasis added] 
Having a “friendly environment” is key to a Santiago Institute language-learning classroom. This 
allows for the teacher to create a space where students feel safe to practice the language without 
feeling intimidated. Once again, “functional and meaningful communication,” is stressed, where 
“form and accuracy,” are put aside in the ideal climate. Error correction should not interrupt 
speech, since the “only way” students can improve is through mistakes. This language gives a 
feeling of an open and accepting classroom climate. Students do not have to stress about creating 
the perfect English sentence, rather they need to try to communicate the idea, which puts aside 
the traditional ways of approaching language learning in the country. Teachers are not to 
interrupt students because this might cause them not to experiment with the language and 
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mistakes are encouraged as the “only” form of learning, which allows students to feel more 
relaxed about their engagement with the language. Once again, these ideas are taken from the 
natural approach, where meaningfulness in the content is key and error correction by the teacher 
is scarce (Krashen, 1981, 1982/2009; Krashen & Terrell, 1983/1995). After this “friendly” 
classroom climate is established, the final issues addressed are more formal activities and 
assessments: 
Listening, speaking, reading and writing activities should be task-based. Grammar, 
vocabulary and pronunciation activities should also be practical and amusing. They 
should be embedded in communicative situations. Oral and written assessment should 
aim at measuring the students’ communicative proficiency in various social and 
workplace contexts over formal linguistic aspects like: grammar, spelling, and varieties of 
English (Instituto de Santiago English Program, n.d.a) 
The last paragraph talks about the most dreaded parts of English class, linguistics and 
assessments. The four communicative skills (listening, speaking, reading and writing) should be 
addressed through specific tasks that can teach grammar, vocabulary and pronunciation. Once 
again, these tasks should be meaningful and entertaining so the students can stay engaged with 
the class. When teaching these elements, they should not be taught alone, but rather be within a 
communicative activities, allowing students to see the language in use. Assessments, oral and 
written alike, are aimed at testing students’ communication skills in everyday contexts, where 
formal aspects of the language will be addressed, but not emphasized. In this paragraph, the 
program is illustrating its approach towards the formal aspects of language learning, linguistics 
and exams. Once again, communication is what is valued most in a Santiago Institute classroom, 
which will be fostered by engaging activities and exams that have real world application.  
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 Through this teaching approach section, the English program is distinguishing itself from 
other English programs. The fact that communication is key and all other linguistic aspects are 
secondary, creates and open environment where students can make mistakes and learn at the 
same time. That said, I must note that throughout this section, the modal verb “should” was 
utilized when describing the classroom and tasks. As such, there is no guarantee that a Santiago 
Institute classroom will look like this. The modal verb acts in way that it encodes the probability 
or certainty (Machin & Mayr, 2012) that a classroom will play out in this way, leaving the 
responsibility on the shoulders of the teachers. The English program has set the guidelines, but 
the teachers must be the ones to enact them, leaving the program free from blame if the 
classroom does not look as described in this section.  
 By doing this, this section is indexing the ideal English teacher language ideology. For 
the English program, the ideal teacher is a person who takes this approach and uses it in the 
classroom in order to create the experience they described in this section. As such, this ideal 
teacher will in turn foster an ideal classroom through the approach suggested by the program, 
resulting in students being able to reach the goals that are set for them, which are described in the 
“English levels and Can Do’s” section.  
 The last section of the overview deals with the objectives and levels that students should 
be able to reach through Santiago Institute’s English program. A screenshot of the TOEIC Levels 
of Competency is at the top of the section, but nothing is explained. Below that screenshot, there 
is a section labeled “objectives” which states, “Santiago Institute students should be able to 
communicate themselves in English both in oral and written forms according to CEFR 
International Standards (Common European Framework Reference for Languages). Level 1: A1; 
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Level 2: A1 – A2; Level 3: A2 – B1.” A list of the different English courses are listed below this, 
with the course and its number, but no explanation of what the different courses consist of. 
 That lack of information in this section speaks louder than words. The screenshot of the 
TOEIC Levels of Competency is small, so the information cannot be made out and you cannot 
click on the picture so that it increases in size. The objective given is vague and refers to CEFR’s 
International Standards, but there is no link to the standards so that a person wanting to know 
more about them can easily access them. This lack of access to two key components of the 
English program’s curriculum illustrates that the program is relying on honorifics as a way to 
validate itself. There is no need to access and review the levels of competency or the 
international standards because they are supported by two respectable names, ETS and CEFR. 
As such, one must take for granted that the measurements used are valid due to the reputation of 
the sources. Another noteworthy element is the list of levels given under the objective. The 
levels go from A1 to B1, meaning that students are expected to gain no more than a pre-
intermediate level, even though the program’s courses offered a range from basic to advanced 
levels. This indicates a disconnection between the standards and the actual courses, but it would 
only be noticed by a viewer who is familiar with the CEFR levels. As such, this section was 
dominated more by what was not said than what was actually presented, calling attention to the 
lack of the English program’s original contribution to this part of the curriculum. 
 By reviewing the material above, the goal of this section was to analyze the public 
discourse that is shared with students and teachers through the overview page of the English 
program’s website. Through this analysis, the scope and quality of the program were outlined in 
the “Facts and Figures” section, the communicative and unique nature of classes was emphasized 
in the “Teaching Approach” section and the fact that two renowned sources help make up the 
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curriculum was displayed in the “English levels and Can Do’s” section. The information 
provided on this page gives us an idea of the ideal classroom that the English program wishes to 
provide its students. It has taken great effort to distinguish itself as a different English program 
and students are supposed to have a unique experience with the teachers due to the methodology 
chosen. When all of the elements are put together, a policy becomes established that 
characterizes the English program. However, a policy does not create itself, but it is rather 
created by social actors who use their viewpoints and experiences to shape policy according to 
their ideas about language and language learning. This website is an example of how those 
viewpoints are shared, but in order to obtain a better picture of how the program became what it 
is, I interviewed the program director, Alonso Chávez to see the process from his perspective. 
The next section will illustrate Alonso’s point view as he has attempted to modify and improve 
the English program’s curriculum and textbook according to his experiences and the language 
ideologies he holds. 
 The English program through the eyes the director. Obtaining a meeting with Alonso 
Chávez was difficult due to his busy schedule, but before winter break began he was able to fit 
me in. When Alonso came to greet me I notice that he is tall, muscular, has mocha color skin and 
a huge white smile on his face. He opts to shake my hand with a sweaty grip, rather than greeting 
me with a typical Chilean kiss and invites me to his office. Is this because I am gringa? We 
chitchat in Spanish about the weather as we head down the hall and I immediately pick up on his 
Cuban accent. I mention it and he tells me it is a subject of bullying in the office and laughs.  
 When we enter his office, the surroundings are tight. His desk, a small chair and a small 
bookshelf are all that fit in the tiny room. He invites me to sit and then asks if we can do the 
interview in English because he wants to practice. I tell him that is not a problem and he 
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responds with a smile while wringing his hands. I ask him what is wrong and he says he is 
nervous because he has not spoken English in a long time and less with a native speaker. I told 
him not to worry and that we can switch between languages if he wants. He said he has been 
preparing for this “challenge” for some time now, so he wants to do it in English. I switch over 
to English and the interview begins.  
 I begin with personal questions to make him feel more comfortable and I can see his 
shoulders drop and his fidgeting lessen as he becomes less stressed and tells me his story, which 
can be found in Chapter 3. When he comes to the part about him becoming the program director 
of the English department, I ask him about how that transition has been and he explains that he 
was always thinking of his students as he went through those changes. He believes that his 
innovative way of thinking, active involvement at his campus and timing all contributed to his 
promotion in 2010. As the new English director at Santiago Institute, he tells me that he had to 
figure out what was the motivation behind the program he was taking over. He explains this by 
saying:  
We have a challenge. This is a community college, so one of our main objectives is to 
help students have a better future. And the students who usually enroll in our careers 
[majors], they lack preparation, background…their cultural and educational background 
is generally low…it’s not usually very good. And English can definitely make a change. 
I’m sure that speaking English, or a least being able to communicate in English, can give 
them the tools to look for better jobs and maybe make a faster move onto better 
possibilities or better job opportunities, both here or maybe abroad… Some students 
have never felt the need of speaking English as a second language or as a foreign 
language before, because maybe their parents don’t speak English and they don’t even 
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know that English is there. So, it’s complicated, but I still believe that English would 
definitely add value and preparation to their future as professionals or technicians. (A. 
Chávez, personal communication, June 19, 2013) [emphasis added] 
Through this search for the motivation behind teaching English, Alonso occupies discourses that 
are reminiscent of what we saw in Chapter 4. First of all, he calls this task of seeking motivation 
a “challenge.” By using the word “challenge,” Alonso is saying that the task at hand is not 
something that is easy, but at the same time that word presents a tone of hope. Although a task 
may be difficult, it can always be overcome by effort and he is demonstrating this meritocratic 
tone in that first sentence. 
 The challenge that Alonso faces as the English program director is defined by the typical 
student profile that he believes Santiago Institute students to have. The task the English program 
is faced with is difficult because the students at Santiago Institute, according to Alonso, come 
from disadvantaged backgrounds; as such, they are not prepared. What they lack preparation for 
is not defined. It could be English, it could be the workplace, it could be college. This lack of 
information causes one to believe that these students are generally unprepared for the real world 
because of their social background, which makes creating policy for them difficult.  
 However, Alonso takes on discourses used in the press and when he claims that “English 
can definitely make a change” in the lives of these students. He then expresses certainty about 
the power of English through the use of the phrase “I’m sure” and he goes on to describe the 
language as a “tool” that can offer students a better future. He reiterates students’ lack of 
preparation, but this time he specifies their lack of experience with English, which creates a 
complicated problem for him as the director. But despite this complication, he reassures me that 
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English can “definitely add value” to students’ preparation for the future, which is why it is 
important to establish policy that will help them better prepare for that future. 
 The discourses used by Alonso stem from a combination of his personal background and 
the globalization discourses presented in Chapter 4. Alonso believes that English has helped him 
become successful in life, because it has allowed him the opportunity to travel and experience 
new cultures and as such he believes this can be the case for Santiago Institute students. This 
belief is also backed up by public globalization discourses that reaffirm his position on the power 
of English, which can be shown when he talks about English giving students “tools” that “add 
value” towards their future. Alonso mentions twice that these students come from disadvantaged 
backgrounds, so it is up to him to create a program that will help provide them with the tools that 
they will need to ascend from that background and gain a brighter future. Due to Alonso’s 
experience as a full-time teacher as Santiago Institute, he was able to see that the methodology 
that they were using was not effective for most students. As such, when he took the role of 
director in 2010, he made an effort to change the program to match his ideals, but that was not 
always easy since he does not have the final word in how the program gets created. 
Curriculum. Alonso took charge of the English program in 2010 and immediately went 
to work to revamp it. One of the major changes that Alonso hoped to make was the 
implementation of more technical English courses. Due to the fact that Santiago Institute 
students will enter into careers where the English they will use will be very specific, he wanted 
to fill that gap in the curriculum. However, this was a difficult task because even though he is the 
English program director, he does not have complete control over what is put in the English 
curriculum. As such, his idea was shut down by the head administrators from the different 
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colleges and majors. He explains the process that these administrators go through to develop 
general major curricula when he states: 
At present, what we do…we have nine schools, and each school, they make a research 
and they determine the needs and the demands of the markets…of the labor market… 
When they decide the different careers [majors], what they do, is they rewrite or they 
paraphrase what the market is telling to them. So the market rarely defines the 
competences in English that they really need. And when they sometimes…when the 
markets…when the labor market demand or request from Santiago Institute that English 
be part of the curriculum, well they say, “we need a basic level or an intermediate level.” 
They would never say that they need a technical level, so careers [majors], what they do 
is included English, but in general terms. So they don’t really go into details on technical 
English… I mean it’s not up to me or the English program to decide which course is 
taught or given in each career [major]. So the labor market determines and demands from 
the institution what they need to have. So the nine schools, because we are an academic 
unit that is not exactly subordinated to any of the schools, so we are somehow giving 
support and offering an educational resource to the schools. So they will ask us what to 
teach and I will look for teachers, but we are not participating in the curriculum 
development. (A. Chávez, personal communication, June 19, 2013) [emphasis added] 
The first thing that stands out in this description is the overlexicalization of the word “market.” 
Emphasis is being put on the labor market which is being described as the agent who demands or 
requests action to be taken by Santiago Institute in regard to its curricula. However, the labor 
market is not an agent, rather it is “a result of a particular political ideology” (Machin & Mayr, 
2012, p. 85), so the people who are really making decisions are being hidden through this 
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discourse. As such, Alonso is not responsible for how the English curriculum is designed, nor are 
the administrators of the different colleges, rather blame is being placed on the needs of the 
market, leaving those who make the choices to follow the market blame free. 
 In addition, from this anecdote, we can see the hierarchy of power that is involved in 
higher education institutions as well as the effects of neoliberalism on this policy making 
process. In this case, the labor market is at the head, followed by the different colleges’ 
administrators and then the English department can be found. As a result, since the market calls 
for general English, it is not up to Alonso to fight for technical English even if it is in the best 
interest of his students. The market determined a need for basic or intermediate English 
according to the colleges’ administrators and now it is up to the English program to support that 
need. Even though the English program may have expertise in the area of language learning that 
the market does not account for, Alonso feels powerless, which can be seen when he states, “we 
are not participating in curriculum development.” Therefore, the neoliberal idea of the all-
knowing market (Harvey, 2005) is being reinforced. 
 Through this conversation, the “English levels and Can Do’s” section on the English 
program’s website becomes clearer. Little information is given because Alonso and his teaching 
team are not the ones determining the standards, but rather administrators from the different 
colleges who look to the market for the needs of their programs. As such, it makes sense that 
CEFR and ETS standards are used since those are the most common guidelines that are utilized 
in Chile in regard to assessing English levels. From my experience working as an English teacher 
in the private sector, when English is required for a job, a CEFR level is requested (for example, 
C1 or C2) and the most common test taken in Chile to show that level is the TOEIC. Therefore, 
administrators recognize this trend, which results in them requesting these measures from the 
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English department. This was an eye-opening discovery for me because I always wondered why 
the TOEIC was given to students who were just at an A1 level, but through this explanation I 
was able to see where this requirement was coming from and why it was disconnected from the 
one element of the curriculum that Alonso could control, teaching methodology.  
 While the market determined the standards and courses given by the English department, 
it had no say in the teaching methodology that would be adopted by the program. As such, 
Alonso was free to choose a methodology of his choice, but he decided to stay with the old 
program’s choice of the communicative approach. Since his goal for the students is 
communication, he feels this approach is what will best prepare them for the workplace. He 
elaborates on this idea when he says:  
The focus is…we have tried to develop a program that cares for oral communication, we 
want students to communicate. We want to teach grammar embedded and inserted in, you 
know, the communication purpose. We want students to feel confident when they speak 
and we want students to succeed. Meaning they are able to use the vocabulary effectively, 
although we know that mistakes are necessary. We really want from our students that 
they are able to communicate in different situations and ideally in workplace situations, 
or at least situations that resemble workplace situations. Grammar and vocabulary always 
backing up the communication process or the communication act. (A. Chávez, personal 
communication, June 19, 2013) [emphasis added] 
This statement is a summary of what can be found on the “Teaching Approach” section of the 
website. The overlexicalization of different forms of the word “communication” places an 
importance on this aspect of language learning. Grammar is not to be taught directly, but rather 
be embedded in communicative acts, allowing students to speak, feel confident and succeed. He 
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acknowledges mistakes are necessary in this process and claims that meaningful contexts are 
needed and in the case of Santiago Institute students, the workplace is the most important 
context. He reiterates that grammar and vocabulary are secondary to the communication process, 
which once again overemphasizes the importance of communication in the program. 
 Through stressing the goal of communication so much in this description, Alonso is 
demonstrating his personal pedagogical style towards teaching a foreign language. As mentioned 
above, this is not a common methodology used in Chile at the moment and the fact that it is 
promoted at Santiago Institute could be largely influenced by the fact that the only two English 
directors that the institute has had have been from abroad. This methodology has been difficult to 
implement since it is not the norm in Chile and so Alonso was looking for ways to make this 
transition easier for teachers. As a result, after two years of research, Alonso made the decision 
to change the textbook used at the institute.  
Textbook. As Alonso describes the difficulties that teachers have using the 
communicative approach, he explains to me that he was looking for other tools to help them 
understand how to teach in this way. The former book, Cambridge Interchange, was a traditional 
book with grammar and listening exercises, so he found that teachers would just assign exercises 
and lean on traditional methods of language teaching. He also felt that Cambridge Interchange 
was too difficult for students and its focus on grammar led teachers to also focus on grammar, 
which never really allowed communication to happen in the classroom. As such, when Alonso 
began as the director in 2010, he did an extensive search for a new textbook. He initially 
approached Cambridge to see if they would make the changes he felt necessary, but they refused, 
resulting in him expanding his search to ten different publishers. In the end, Oxford University 
Press was willing to customize a textbook for Santiago Institute students, so Alonso entered into 
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a five-year contract with them. The book has Santiago Institute’s name on it and Alonso opted 
for the American version of English because he saw it as more practical since most movies and 
music come from the US and he believed students would be more familiar with the accent and 
vocabulary. Therefore, the English program officially changed their book to Oxford’s “American 
English File,” which Alonso describes in detail:   
Why American English File? First of all, this is an interactive, multimedia program. So if 
the teachers are doing a good job, they should be using all the different resources, starting 
with the Itool, which is a software…an electronic workbook that is an interactive tool that 
you can have your students interact with. It has the video incorporated, as well as the 
sound… Well, we also included the TOEIC insert, which was customized using the 
contents from American English File. So we were also trying to integrate the different 
components, the contents, the linguistic material and trying to give the students a 
completer, a more complete reference and resource, so that they can not only have a 
good time, but also be prepared to get a certification from TOEIC or TOEIC Bridge. So 
that’s what we tried to do…that’s what we are trying to do. (A. Chávez, personal 
communication, June 19, 2013) [emphasis added] 
This explanation of the new book is like a sales pitch, which can be seen in how Alonso initiates 
the topic by asking a question. He then goes into the specifics of the book, which he describes as 
an “interactive, multimedia program.” Throughout the explanation he emphasizes the interactive 
nature of the book as well as the fact that it is more complete and entertaining for students. 
Another point he mentions is the various tools that are provided to teachers, which will help aid 
them in their quest for teaching communicatively. As a result, Alonso mentions that “if teachers 
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are doing a good job,” they will be taking advantage of these new resources, which give the 
students an overall better experience.  
 A major addition to this book is the TOEIC insert. Before students had never seen TOEIC 
exercises before they took it as their final exam, so there is an effort to bridge the gap between 
the standards’ objectives and the English program’s objectives. Due to these changes, Alonso 
predicts students will enjoy class more and become better prepared to get a TOEIC certification, 
a feat that was achieved by few students with the old book. 
 The manner in which Alonso explained the new book to me gave me a sense that he was 
defending his choice, which can be illustrated through the many positive factors that he points 
out about it. Also, the last phrase, “that’s what we tried to do…that’s what we are trying to do,” 
also points to this because he is demonstrating the ongoing effort that continues to be made in 
order to make the English program a positive experience for students. The use of the word “we” 
also stands out because it is not defined, but gives a sense of collectivity. Alonso is perhaps 
talking about himself and Santiago Institute as an institution or himself and the teachers. I opt for 
the former interpretation since as far as I know, Alonso works alone as the director and his team 
of teachers are scattered throughout Santiago on different campuses. When going with that 
interpretation, Alonso is expressing that his decision is Santiago Institute’s decision, giving more 
power to his choice to change the program’s book.  
 Through my conversation with Alonso, I was able to see the overall goals that he has as 
the program director in regard to the English curriculum and textbook. The reasons behind 
having an English program are common sense to him due to his experiences and his utilization of 
globalization discourses. By doing this, he indexed the language ideology of English as a 
necessity for a successful future, which assumes that his experiences and public ideas are also 
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true for students. He described powerlessness when he spoke of the English curriculum, 
elaborating mostly on the teaching methodology since that was what he could control. This 
section brought up the notion of true English, when he talks about general English versus 
technical English. Although technical English could be more helpful for students, the market did 
not determine it of value, so general English was given precedent. Since the market holds more 
power than he does, he did not fight that assessment and went with general English as the focus 
of the program. Finally, the new textbook was promoted and praised as a new tool that will allow 
students more access to communicate and achieve an English certification. This is closely tied to 
the communicative approach because Alonso was searching for a way to help teachers become 
more comfortable with this teaching method, while also addressing students’ needs. The ideal 
English teacher is indexed here and could be seen clearly when Alonso mentions that if teachers 
are doing a good job, they will be using all the resources that the book provides. This idea creates 
an ideal English teacher model who is defined by following policy.  
By reviewing the overview of the English program’s website and Alonso’s take on the 
curriculum and the textbook, I illustrated the model classroom that Santiago Institute hopes to 
provide for its students. Time, effort and research have been put into the development of the 
English program in order to create a policy that teachers can use as a basis for when they enter 
into the classroom. As such, the next section will explore how this policy is put into practice by 
examining real classroom lessons from four different teachers at Santiago Institute. 
Policy as a Practice 
 This section examines how teachers make sense of policy as they attempt to put it into 
practice in a real classroom. However, before I move on, there are a few notes I should make 
about the curriculum that were not addressed above. First of all, each site is assigned a 
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coordinator14, who acts as the mediator between Alonso and the teachers and the coordinators’ 
main duties are to relay the policy to teachers and to ensure that teachers are keeping said policy 
through random classroom observations. The relationship that teachers had with the coordinators 
varied depending on how the coordinator communicated with the teachers. In Manuel Montt, the 
teachers explained that they never saw their coordinator because she was always busy due to the 
fact that she also ran the CORFO English classes at Santiago Institute. As a result, the teachers 
often felt like they were left out of the loop and wanted more contact so everyone could be on the 
same page. In San Joaquín, the coordinator was very involved and frequently entered the 
classroom to do observations. This was a stressful situation for many teachers, because they felt 
that they had to keep to policy more than at Manuel Montt since they believed they were being 
monitored. The teachers at San Joaquín explained that they had monthly meetings with their 
coordinator, but it was mostly about keeping up with protocol, rather than giving teachers 
strategies or activities to do in class.  
 In addition to the duties described above, the coordinators also had the power to create 
“informal policies” for their sites according to what they believed should be occurring in the 
classrooms. The most common informal policy across both sites is that it is forbidden to speak 
Spanish in classes. Teachers are told that in order to give students an immersion experience, 
Spanish should not be used at anytime in the classroom. This rule is enforced by random 
                                                
14 I would like to remind the reader that both coordinators refused to do interviews with 
me; therefore, the information I give about the “informal policies” has been relayed to me by the 
teachers, not these coordinators. As such, it must be noted that any time I refer to a coordinator 
or their duties, it is through the teachers’ points of view.  
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classroom observations, where a coordinator can enter any classroom without giving notice. 
Another important fact is that all exams are written by the coordinators and not given to teachers 
until one week before the test is to be given. This occurs because there is a culture of cheating in 
Chile. Students get a hold of exams and scan them and send them to their friends, which means 
that the coordinators try to keep the exams a secret as long as possible. Lastly, teachers are 
instructed by the coordinators that they need to follow the book as their curriculum and not use 
outside sources unless they correspond with the grammar being taught. Therefore, teachers are 
given a schedule with the page numbers they must review in class along with the test dates, so 
they can cover everything that will be exam. These factors, since they are told to the teachers, 
hold more weight than the written policy because teachers are directly exposed to them. From 
my interviews, many did not realize that there are outside standards and an ideal teaching 
approach that should be used, but rather they just followed what the coordinators told them in 
their meetings or email correspondence. 
With that in mind, in the next section I will describe four specific activities from four 
different English classes. As mentioned in Chapter 3, I observed four teachers (2 Chilean and 2 
TIPs) on two different campus (Manuel Montt and San Joaquín) and the activities I have chosen 
are ones that occurred frequently in these teachers’ classes. That being said, these teachers used 
different strategies in the classroom, but the ones I will illustrate were practices seen in almost all 
of the classes that I observed, so I feel they are representative of what teachers saw as important 
aspects of the curriculum. After I describe these scenarios, I will analyze the teachers’ 
perspectives on their struggles with putting policy into practice. The teachers expressed concerns 
in regard to the new book and tests, which hindered their ability to be autonomous, 
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communicative teachers since they felt they were being driven by policy to teach in a different 
manner. 
 Classroom Observations. In this section I will present a typical activity that was used in 
almost every lesson of the four teachers in their English classrooms. Before I do this, I will give 
the background of each class, so that the contexts can be understood. This is important because 
“different contexts impose different constraints on students’ actions in that certain ways of 
speaking and certain ways of behaving are normatively enforced in each context” (Mehan, 1982, 
p. 72). As such, the different contexts that bring students to an English class will affect how they 
interpret the class, which in turn will affect how the teacher approaches the class and the 
students. 
 To begin with, Elizabeth Ferguson’s Basic 1 class is for students who are studying 
radiology and radiotherapy in pursuit of a technical degree. This means these students only have 
to take one year of English and this is their first course in completing that requirement. This class 
is held during the day, meaning that most students range between the ages of eighteen to twenty-
two years old and there is an even mix of males and females in the course. Elizabeth has told me 
that this is her easiest class and that this is the group that speaks the most English out of the five 
courses she teaches. Since this course is part of the medical school, Elizabeth has said that she 
thinks it is important that they have the ability to communicate in English in case they ever 
receive patients who do not speak Spanish. There are a total of eighteen students in the class and 
Elizabeth likes the fact that they participate without having to be asked. 
 The second class I will present is an intensive advanced class, which combines Advanced 
1 and 2 in one semester and it is taught by Ximena Flores. This means that rather than just 
meeting twice a week for three hours total; these students meet Monday through Thursday for a 
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total of six hours per week. This class is also held during the afternoon and the average age range 
is from twenty to twenty-five years old with an even number of males and females. There are 20 
students in the class and they are studying tourism and hotel administration for a professional 
degree. This is a special class because every student in it has failed Advanced 1 at least once 
during their time at Santiago Institute and it was given specifically for them this semester so they 
can still graduate on time. As such, Ximena has told me that this is her most difficult class 
because the students are not motivated. They are in her class because they have to be and they 
are trying to get Advanced 1 and 2 out of the way so they can do their required internship the 
following semester and graduate. That said, she says they do participate, but it is a loud class 
because they all know each other and are good friends. 
 The third class I observed is Matilde Locke’s Basic 2 course for students studying an 
agronomy professional degree. This course is held in the evening, so the typical student is 
coming to class from work. There are twenty students in this course, with males outnumbering 
females, eighteen to three. The students tend to be older and have a wider age range than in the 
afternoon classes. There are students as young as eighteen in this class and as old as 42. Matilde 
says that this class is difficult due to the fact that they are coming directly from work. She feels 
many are just in the class because they have to be, but she comments that there are enough 
students who participate, which makes the class easier for her to teach. 
 The final class I will describe is Omar Lopez’s Intermediate 1 class. This is a smaller 
class as it only has 12 students and they are all male. The size of the class is most likely due to 
the fact that the class begins at nine in the evening, in effort to cater to students who work 
twelve-hour days, so there is not a large group of students who fall into that category. The 
students in this class are pursuing a professional degree in mechanics and autotronics and the 
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ages of the students range from twenty to thirty-nine. Omar says he likes this class because he 
can joke with them since they are all male. He also notes that these students want to learn, but it 
takes them more time, which he wishes he could give them. The most frustrating thing about this 
class for Omar is the attendance of students. Since all of them work, they often have to work 
overtime or are caught in traffic on the way to the institute, which causes them to miss a lot of 
classes, creating another obstacle in their learning process. 
 By presenting the contexts of the courses, I am attempting to give a clearer picture to the 
different factors that can affect the methodology and activities chosen by teachers. Policy indeed 
plays a role, but students’ realities, classroom size and motivation also influence teachers’ 
choices, which must be kept in mind while analyzing these observations.  
 Basic 1 for radiology and radiotherapy technical students. It is a slightly warm day, but 
autumn is looming in the air, which can be noted by the light sweaters and jackets that the 
students are wearing. As they shuffle in, Camila goes up to Elizabeth, the teacher, and asks if the 
class can leave early because they have a very important test later in the day. Elizabeth ignores 
her and begins scribbling away at the board. Camila walks to her desk with her head hanging. 
There are fourteen students in class today, nine girls and five boys. The objectives are neatly 
written on the left-hand corner of the white board and Elizabeth has just finished writing the 
weekly TOEIC words on the board. She rapidly translates the words, giving no examples and 
moves on to talk about the oral assessment the students had had the previous class. As she hands 
out the grades, she tells the students she was disappointed with their pronunciation since it is 
something they normally practice for about 10 minutes every class. The following is an excerpt 
of that part of the lesson that Elizabeth took from the book, as means to have students practice 
their pronunciation: 
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Teacher: So on the oral, we had some problems with the sound “ssssss,” because we had 
people saying “espanish,” “espain,” “estudy.” OK. When you say “sssss,” say it like a 
snake. Spanish. Snake. Students. Perfect. OK. You’re going to listen and repeat to the 
nice lady. No. (the audio doesn’t work). OK. Zebra. (the teacher reads the words since the 
audio does not work) 
Students: Zebra.  
Teacher: Zzzzzzz. Like a fly. Zzzzz. 
Students: (laugh) 
Teacher: Brazzzil. 
Students: Brazil. 
Teacher: Zero. 
Students: Zero.  
Teacher: Is (emphasis on the z sound of the s). 
Students: Is.  
Teacher: He’s (emphasis on the z sound of the s). 
Students: He’s. 
Teacher: Snake. 
Students: Esnake. 
Teacher: No. Snake. 
Students: Esnake. 
Teacher: No. Sssssss. Ssssss. Sssssnake.  
Students: (Laugh) Sssssnake. 
Teacher: Good. Watchesssss. 
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Students: Watchessss. 
Teacher: OK. What is this? 
Students: Bookssss. 
Teacher: What sound? 
Students: Ssssss. 
Teacher: OK. So when it starts with “s,” start like an “sss” in snake. (Fieldnotes, April 
23, 2013) 
This excerpt, while saying little reveals a lot about the dynamics of teaching pronunciation in the 
classroom. Although the written policy states these exercises should be embedded in a task, the 
book has them set up as traditional listen-and-repeat exercises, leaving teachers who see the book 
as their guide little option but to follow policy. The students are used to this exercise as well, 
because as Elizabeth was saying the words, Camila, Alexis, and Marta had papers out and were 
studying for their exam in their next class. Carlos and Jorge were on their cellphones playing 
games, yet each of these students participated when it was their turn to repeat the words. This 
part of the lesson lasted about 8 minutes, where students sat at their desks doing other activities 
waiting to repeat what the teacher was going to say next. When the task finally finished, 
Elizabeth thanks her students for their participation as she transitions to the next activity, which 
is a grammar exercise in the book. The students groan in protest. 
 Intensive advanced 1 and 2 for tourism and hotel administration professional students. 
I get to class on time and no one is there. I quickly look at my phone to see if I missed a call that 
class was canceled or if I made a mistake about the time…none of the above. I wait ten minutes 
and as I get up to leave, in comes Gloriana and she says hi. I ask her if class is canceled or 
delayed and she says no and asks why. I point to the clock on my phone and she explains that 
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everyone is always late since the class is right after lunch. Sure enough, people start to trickle in 
about two minutes later. Ximena, the teacher, enters and apologizes to me saying she was stuck 
waiting for her bill at a restaurant. She quickly begins to write what the students will cover for 
that day on the board, which a full review of the present, past and future tenses for a quiz they 
will take on Monday. She jots down all the different formulas for the different tenses and the 
students chat while she does this. Today there are only 13 students, 8 girls and 5 boys. As the 
Ximena calls the roll, the students make excuses for their peers who are absent. Javiera said 
Linda could not make it due to “circumstances beyond her control15,” and Ximena comments, 
“what does that even mean?” Ximena quickly begins the class by pointing out all the grammar 
rules on the board. She says they will practice each one today, starting with asking yes and no 
questions in the present tense. She reminds the students that on the exam they will have to 
answer in both positive and negative statements, so today they will be practicing in that way. 
Ximena begins to ask questions and calls on Carola who instead asks a question about 
vocabulary. The teacher stops her and states, “Carola, remember we are talking now about 
grammar. Remember we talked about vocabulary yesterday, but now it’s only mainly grammar. 
Negative statement, because for the quiz, the quiz is grammar.” This type of teacher-student 
interaction continues for about 30 minutes of the class. Below is an excerpt of this interaction: 
Teacher: For example, Sergio, are you a mechanic? [10-second pause] 
Marcelo: No. I… [the I is drawn out for about 4 seconds] 
Teacher: [cutting Sergio off] Marcelo, are you a mechanic? 
Marcelo: No. 
                                                
15 Italics will be used in order to indicate that the original statement was said in Spanish 
throughout the remainder of this dissertation. 
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Teacher: But answer first affirmative because we are remembering the affirmative and 
the negative statements. Are you understanding? [short pause] Yes, I am. 
Marcelo: Aww. (turns for Camilo) She was asking me if I understand?…Yes, I am. 
Teacher: And? 
Marcelo: No, I don’t. [students in back are laughing] 
Teacher: No, I am not. [lowers voice in a disappointed tone]. Remember. Marcelo, is 
your father a businessman? 
Marcelo: Yes. 
Teacher: Yes..? A full answer… [all students are laughing] Yes… [several students 
whisper “does, does, does”] 
Marcelo: He does? 
Teacher: [with an upset tone]. Look. [turns back to the board and points at the grammar 
rules] 
Marcelo: [shouting] IS IS IS IS IS!!! 
Teacher: You have to focus. 
Marcelo: Sorry. (Fieldnotes, April 3, 2013) 
This type of interaction is teacher-centered where Ximena is leading the class in order to obtain 
the objective for the day, which is to review for the quiz. While students could be practicing with 
one another, Ximena opts to take charge to ensure they know the material that will be on the 
exam. Her preoccupation with the quiz shows her struggle with trying to comply with policy, 
which she sees as defined by the objectives and assessments given by the English program. This 
effort to comply is illustrated by her interaction with Carola, who had a valid question about how 
to say a specific vocabulary word, but since Ximena was so concerned about only addressing 
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matters that would be on the quiz, she dismissed Carola’s question, losing a teaching 
opportunity.  
 Ximena sticks to teaching grammar in the traditional way, where she has written all the 
complete formulas for each tense on the board. The students, however, when practicing with her 
do not pay attention to what is written, which causes Ximena to become frustrated. The material 
being presented in this class is basic grammar, which I believe also adds to Ximena’s frustration 
since the students are struggling with material that they should have learned two years ago. The 
difficulty that the students are having with this review demonstrates their ongoing struggle with 
English, not just with Ximena’s class, but with their previous Santiago Institute English courses. 
 After her interaction with Marcelo, Ximena directs the students to their books where 
there are fill-in-the-blank grammar exercises. She tells them to take the rest of the class to do the 
exercises since these exercises are similar to ones on the quiz. That gives the students an hour to 
do 30 fill-in-the-blank exercises. Students chat as they work slowly and Ximena walks around 
the classroom to help students who are struggling with the exercises. 
 Basic 2 agronomy professional students. Matilde and I meet to grab a coffee before class 
to help wake ourselves up. It is seven in the evening and the night shift begins as students come 
from their jobs to go to classes. Students are always late to this class due to traffic or not being 
able to get on the metro, so Matilde does not call roll until the end of class, which the students 
are aware of. We open the windows because it was a hot day and the class is stuffy. There are 
only two students present at seven. Little by little students walk in, asking for permission before 
they enter. There are a total of 15 students, 12 boys and 3 girls. Matilde begins the lesson by 
talking to students about the present tense. She writes, “I listen to music” on the board. She asks 
students for examples. Juan Carlos says, “I go to the home,” and she immediately corrects him 
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saying, “I go home. You don’t need the ‘the’.” This back and forth interaction goes on for ten 
minutes as the teacher reviews positive and negative statements and questions. She then moves 
on and explains that she is going to teach them something that is not in the book, but it is a part 
of grammar that she feels will help them communicate better. She writes, “Gerund” on the board 
and asks students what it is. No one answers so she gives an example in Spanish, “I am teaching 
English,” and Marco says, “it has to do with –ing, right?” Matilde says yes and writes on the 
board, “We are studying.” She then has students get into pairs in order to write five sentences 
using the gerund version of the verb with a ‘because-clause’ to practice the two aspects of 
grammar that she had covered. Students work together noisily as they complete the task. She 
gives the students 30 minutes for this exercise and walks around as they work. Below is an 
excerpt from this practice session: 
Will: How do you say “sed” in English? 
Teacher: Thirsty. Everyone repeat. 
All students: Thirsty. 
Teacher: You guys say, “I have,” we say, “I am.” So remember. 
Marco: So. I am drinking water because I have thirsty. 
Teacher: Wait…because I… 
Marco: …am thirsty.  
Teacher: Because I am thirsty [she slows down and says thirsty slowly and then laughs] I
 like how you say it. Everyone repeat it again. Thirsty. 
All students: Thirsty. 
Teacher: Good. You have a bit of an accent, but that’s OK. 
Will: Aww. The teacher is making fun of us. 
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Teacher: No. No. I think it’s important that you keep some of your accent. It’s part of you. 
Ignacio: Teacher. 
Teacher: Yea. 
Ignacio: Can it be… She is ateing chocolate. 
Teacher: She is eating chocolate. 
Andrés: Chocolachion. [students laugh] 
Teacher: Everyone. She is eating chocolate. 
All students: She is eating chocolate. 
Teacher: Or, she’s eating chocolate [emphasizes the “z” sound in she’s] 
All students: She’s eating chocolate. 
Teacher: It’s better for you to use the long formula. She is eating chocolate. 
All students: She is eating chocolate.  
Teacher: For your oral quizzes, I would like you to use the long formula because you 
have trouble pronouncing contractions. So use the long formula or I’ll take off points if 
you don’t pronounce the contractions correctly. (Fieldnotes, November 7, 2013) 
In this lesson, Matilde began with what was required by the book, but felt her students were 
comfortable with the material so she moved on to explain a different grammar point not found in 
the basic material. She explained to students that she felt they would be able to communicate 
more with this piece of grammar and always used examples as a way of communicating the 
grammar material rather than formulas, which aligns with policy created by the English program. 
Another unique aspect of Matilde’s class is her use of Spanish in the classroom. She uses 
Spanish as a way to clarify concepts and explain grammar points, allowing students to quickly 
grasp what she is trying to teach. This can be seen when she explains that in English the verb to 
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be is used instead of the verb to have with thirsty, anticipating errors that are common for 
Spanish speakers. Although this is breaking with the English only policy, her students benefit 
from the use of Spanish because they understand the material in a more complete way. 
 Another unique aspect of this class is that students are told to work in pairs. Matilde is 
attempting to get the students to help each other with the material before they go to her and she is 
often called for help with vocabulary rather than help for grammar, as in the case of thirsty. She 
uses this question as an opportunity to teach the pronunciation of that word, which results in a 
short conversation about accents and the fact that it is ok to have one. This type of pronunciation 
exercise is done for the rest of the class as the students share their sentences. Matilde points out 
that they have trouble using contractions, so she suggests that they not use them on the oral quiz 
or they will be penalized for it. The class ends at this point and she says good-bye to the students 
as they leave. 
 Intermediate 1 mechanic and autotronic professional degree. It is late and the air is 
chilly as I walk into the classroom. The glass construction of this building does not insulate well 
so the cold air seems to cut through the walls. I take a seat next to Alex and we chat about how 
winter is coming too soon. Omar, the teacher walks in says, “Good evening,” and begins to write 
the objectives and the TOEIC words on the board. When the clock hits 9:00pm, Omar begins 
class. There are only two students present. Alex blames it on the cold. Omar says he will wait 
five more minutes, because accordingly to Santiago Institute’s policy, if there are less than eight 
students in a class, it should be cancelled. As we wait we talk about Las Vegas, a Chilean TV 
series we all watch. Eventually four more students enter and Omar asks if they want to cancel 
class. Rafael asks if they can review because he has missed several classes. The other students 
agree. Alex explains to me that they miss a lot of classes because they get stuck at work and so 
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they are behind. Omar agrees and begins by teaching the TOEIC words. At this campus, the 
coordinator requires that five TOEIC words be presented to the class every week. Since most of 
these students had missed the previous class, Omar decides to teach them rather than just review 
them. Below is the presentation of these new vocabulary words: 
Teacher: This is a very easy word. What is the pronunciation? Michelle can you say the 
right pronunciation for that word please. 
Me: Sometimes. 
Teacher: What does that mean? 
Students: A veces. 
Teacher: What is this word? [points to the word on the board] Som-eh-ding? That’s how 
you pronounce it? [laughs] Michelle? Right? No. [Laughs]. It’s something. How do you 
say “I want to tell you something in Spanish” Michelle? 
Me: Quiero decirte algo. 
Teacher: Algo. We don’t know what they are talking about, so it’s algo. Fernando, what is 
someone? 
Fernando: Algo…. 
Teacher: Yea…algo what? 
Me: It’s about a person. Something is about a thing and someone refers to a person…so? 
Fernando: Alguien.  
Teacher. Exactly. Very good. Next we have somebody. What is somebody, Alex? 
Alex: Algo cuerpo. (literal translation: some is algo and body is cuerpo). 
Teacher: Nice try. Body is this case is like a person. It’s a synonym of someone. Right 
Michelle? 
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Me: Yes. 
Teacher: And let’s go with the last one. What is the pronunciation? Some. What is some? 
[10-second pause] Algo. Look. If you look at the other words, we have “some” which is 
“algo” and time, thing and person. So we’re talking about indefinite things here. Let’s 
go through the list. 
Students: Sometimes, something, someone, somebody, some. 
Teacher: Sometimes, something, someone, somebody, some. OK. Any questions? No. 
OK. (Fieldnotes, April 30, 2013) 
In this scenario, Omar is teaching the TOEIC words by trying to access the students’ previous 
knowledge of English. He is not just translating, but looking to see how they can contribute first. 
By teaching these TOEIC words, Omar is following the unwritten policy that has been developed 
by his site coordinator. There is no real direction in how these words should be presented, just 
that five should be given, and Omar utilizes a bilingual method to do so. Like Matilde, Omar 
switches between Spanish and English for the majority of the exercise. He wants to make sure 
the students are aware of the meanings of the word, so he gives more details in Spanish than in 
English. 
 One point that should be noticed is his interaction with me. In this exercise, as well as in 
many other instances, he liked to include me in on the lesson. This was especially important to 
him when it came to pronunciation and translations, since he is not a native speaker. He did this 
three times in this lesson, when he asked for the “right pronunciation” of “something,” when he 
asked me to translate “I want to tell you something,” and when he wanted to assure that 
“someone” and “somebody” were synonyms. This shows he saw me as a resource for these 
particular points and was double-checking his knowledge in order to give his students accurate 
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information. He also made a point to poke fun at the way that students typically would try to 
pronounce words, as can be seen with the example of “something.” Using the understanding he 
has about how Spanish speakers would read a word, he jokes about the pronunciation and 
stresses how it should be said correctly. After the TOEIC words are presented, Omar directs the 
students to the book to do the grammar exercises, which they do without complaint. 
 The scenarios described above are moments that I have chosen in order to demonstrate 
typical activities done in the English classroom in order to show how teachers make sense of 
policy in light of the reality of the classroom. Policy does not take into account outside factors 
like motivation, tired students, or students who need more time to learn, which makes its 
implementation more difficult for teachers when they attempt to put it into practice. It should be 
noted that the two major language factors that the teachers focused on were pronunciation and 
grammar. Where the curriculum states that communication should be stressed in class with 
pronunciation and grammar embedded in tasks, these teachers were doing the opposite. That 
said, I am not judging these teachers, but rather showing a disconnection between the policy and 
actual practice that is occurring in the classroom.  
 When looking at the pronunciation activities closer, there is an effort to comply with 
policy. Elizabeth is using the book as her tool, which is an approved part of the curriculum, and 
the listen-and-repeat method is coming from that resource, not Elizabeth. As such, she is doing 
what is being asked from her because she is using the book as a tool to guide students in this area 
of focus. Omar follows this example with the TOEIC words activity. Since there is no actual 
guide on how to teach those words, he uses the method that is in the book, having the students 
repeat after they understand the word in Spanish. Matilde’s activity is a bit different and 
complies with policy by breaking it. In her activity she has introduced material that is not in the 
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book, which she is not supposed to do, but by doing this she is able to use the activity as a way to 
teach grammar, writing and pronunciation skills. She is actually embedding these linguistic 
points in a communicative activity, but that is only because she decided to stray from the 
material assigned because she wanted to encourage communication.  
 When looking at the grammar exercises, the struggle to comply with policy is also 
apparent. For Ximena, getting the students to understand what was going to be on the test was of 
upmost importance. This occurs because there is a disconnection between the exam and what is 
taught in class. While a teacher can follow the schedule precisely, the exams often have extra 
material or review material, which the teacher is unaware of until a week before. This happened 
to Ximena in the scenario I described above, which caused her to teach to the test so students 
would not be penalized for something they never reviewed.   
By looking at these activities closely, it can be seen that each of these teachers has made 
sense of policy in their own way and thus utilized the resources given (or not given) to them to 
the best of their abilities. That being said, through these excerpts, it is possible to see language 
ideologies being reinforced by teachers. The idea that there is a correct way to pronounce words 
was prevalent in three of the four lessons, which indexes the true English language ideology. 
However, while two teachers reinforced this language ideology, one teacher challenged it, which 
shows that teachers are giving multiple perspectives in the classroom in regard to how language 
is being presented to students. Elizabeth critiqued students for their use of “e” before a word that 
starts with “s” and is followed by a consonant, but the fact that the students say “eSpain,” does 
not hinder communication. The listener can still understand what the speaker is saying, so 
Elizabeth is reinforcing the idea that there is a correct way to say a word in English. In the same 
way, Omar targeted common Spanish pronunciation errors because these were issues he had 
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encountered when learning the language. As such, he turned to me for help or made jokes about 
how a typical Spanish speaker would usually say a word, reinforcing the idea that there is a 
specific way to say words. Matilde, on the other hand, rejected this idea and actually told 
students to embrace their accents. She taught pronunciation as a way to help students better 
communicate using the target language. She did this when she taught the word “thirsty” as well 
as when she told students not to use contractions (which is stressed in the book), because she saw 
that communication was more important than being able to have perfect pronunciation or use an 
arbitrary grammar form. This act challenges the true English ideology and allows students more 
flexibility when trying to produce language. These examples demonstrate that it is important for 
teachers to think about how their actions contribute to encourage or challenge current language 
ideologies. The activities used and the information that is focused on relay language ideologies 
to students, so teachers must be conscious about their actions. 
In summary, the goal of this section was to show specific lessons used in English 
classrooms in order to demonstrate how teachers put policy into practice according to how they 
made sense of the policy. These scenarios do not define the teachers’ methods or their abilities, 
but are merely representations of how they approached teaching different aspects of the English 
language. As such, in the next section I will review interviews that I had with teacher participants 
in order to get a better picture of the specifics challenges that teachers face when trying to put 
policy into practice by looking at their perspectives as they reflect on the English program. 
Teachers’ Perspectives. When teachers enter the classroom, they have to negotiate how 
they will juggle policy, their personality and the students’ needs in order to create a classroom 
environment that establishes trust and is conducive to learning. This negotiation happens 
throughout the entire year because teachers are constantly in the process of getting to know their 
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students while also receiving policy updates from superiors. In light of this, this section will 
analyze the perspectives of teachers as they are in the process of this negotiation. Two common 
themes that are seen across all interviews are struggles with the book being the main resource 
and the book not correlating with quizzes or exams. 
The book is God. The change to the American English File book is a huge step for the 
English program at Santiago Institute. According to Alonso, it is supposed to be an advancement 
for teachers because it is interactive and acts as multiple resources in one multimedia program. 
However, teachers do not view the new book in this way and instead feel overwhelmed to use it 
as their only resource. According to these teachers, they were instructed to utilize the book as 
their curriculum and not to stray from it, which puts limitations on their autonomy as teachers to 
choose materials and other activities outside the book. 
Elizabeth is especially frustrated with this aspect of the policy in the English department. 
As a first time teacher, she had made an effort to take time and add activities to her lessons for 
the first few sessions of classes, which she says worked out well. However, she had an 
impromptu observation from her coordinator and was scolded for using extra materials, leaving 
her confused about how much she was supposed to contribute to the class as a teacher. She 
describes this scenario as follows: 
And then the third week she [her coordinator] came to my class, and she was like, 
“you’re not using your book enough.” Because I was doing like slideshows and like “It’s 
a flag” and she said, “flag isn’t in the book.” So it kind of got…I got kind of confused 
about how much extra stuff I can actually do in class versus how much I need to go by 
“exercise 1 and exercise 2” [says this while she makes air quotes]. So I’ve been trying to 
send like extra practice out on Blackboard. Like here’s a slideshow on objects with some 
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extra words on it or I sent them out a list of adjectives before the test so that maybe they 
could use a few more words…other then “I’m Elizabeth” or “I like to dance”. So I’m…I 
did…my coordinator asked me what I sent out on Blackboard and I was like “a list of 
adjectives”…because she already heard. And she said, “You don’t need to do that. You 
shouldn’t send that out…blah blah blah.” And I was like, but they can’t communicate 
without words. I mean they can, part of communication is nonverbal, but they can’t have 
an oral test without words. (E. Ferguson, personal communication, June 18, 2003) 
From this description, the frustration in Elizabeth’s voice could be heard. As a first time teacher 
she was trying to create more interactive, communicative lessons, which were criticized on her 
third week of teaching by her coordinator. The coordinator felt she was not using the book 
enough in her lesson and as such shut down Elizabeth’s creativity as a teacher. It should be noted 
that Elizabeth was teaching the grammar point in the lesson, but she was occupying words other 
than the assigned vocabulary from the book, which is where her coordinator took issue. As such, 
Elizabeth has since changed her methodology in the class and follows the book because she is 
afraid of getting in trouble again. However, she still wanted to give her students more 
information, so rather than doing so in class, she did so through Blackboard, the platform used 
by the English program to assign homework. When the coordinator found out about this, she 
chastised Elizabeth once again, which added to the teacher’s frustration. Elizabeth was 
attempting to give students more vocabulary so they could communicate as one part of the policy 
states she should do, but by doing that, she was at odds with another part of the policy that asks 
her to just use the material in the book. 
 This same qualm was expressed by Ximena when we spoke of the changes in the new 
book as compared to the old book. Ximena believes that the book is too easy and would like to 
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provide more information to her students. However, as a Chilean teacher, Ximena feels more 
pressure to follow the book because this is how she makes her living and she does not want to 
lose her job. She is skeptical of the contents of the book and wishes that more material could be 
presented, but does not feel she has the power to include that material. The struggle she has is 
demonstrated in the following conversation we had: 
Ximena: They are learning “will” and “going to” right now for the future. They asked me 
if they can use “might” because that’s also the future. But I don’t know. I don’t know if I 
can teach that. I think they should focus on a topic, but I think they should include all the 
possibilities because if you know a little bit more about grammar, you’re gonna say, 
“What, ‘might’ should be there!”  
Me: It seems like they made these books a lot simpler than before. 
Ximena: Yes, because this is advanced and we’re doing “will” and “going to” the whole 
week. We talk about this tomorrow, but in reading. It’s still “will” and “won’t,” but in a 
different situation. They [the students] get bored, but what can I do? (X. Flores, personal 
communication, April 17, 2013) 
Through this conversation, we can see that Ximena is frustrated by how the book limits what she 
can teach. She is unsure whether or not she is able to teach extra information that she knows 
corresponds to the grammar being taught, because it is not in the book. As such, she explains that 
she feels all grammar possibilities should be included in the book, but when she talks about this, 
she uses “they” as the agent of the sentence. This is interesting because it is vague and it is 
unclear if she is talking about the publishers or the program coordinators at Santiago Institute. I 
note that this book seems simpler than the book used before and she agrees, stating that they will 
review this material the following day, which results in the students becoming bored. When she 
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states, “What can I do?” this displays that she feels a lack of power in her classroom and that she 
is bound to the book and its schedule, even if students are not benefited by this practice. 
 The two examples illustrated here demonstrate how teachers negotiate the book-as-the-
only-resource rule. For Elizabeth, this is a difficult pill to swallow, but since she is a new 
teacher, she abides by the rule, even though she does not feel she is providing the communicative 
lessons she would like to teach to her students. Ximena feels bound by the book and even though 
she has more resources as an experienced teacher, she does not use them due to fear that she 
might get caught. She is afraid to even confirm a student’s question about another future verb 
that can be used, because she is so constrained by the fact that she should only use the material in 
the book. As a result, students who may be more advanced are not gaining options to expand 
their communication skills, but instead are staying within the realms of what the book has 
deemed appropriate for their English level. This constraint from the book carries over to the next 
theme that teachers struggle with, which is the book and exam correlation since what is taught in 
the book does not necessarily correlate with what is seen on the quizzes or final exam. 
The book/exam correlation. The relation between having to follow the book and the lack 
of correlation that the book has with the exams are intertwined. Because teachers must follow the 
book, they feel like they are not preparing students for the assessments that are being given to the 
students, creating a great disconnection between what is taught in class and what is actually 
tested. This means that students are more focused on the test, rather than learning the language, 
which is not the goal for these teachers. 
For Matilde, this is a great conflict for her as a teacher. Having to follow the book along 
with the fact that she cannot create her own assessments makes her feel like she is not doing her 
job as a teacher. She feels the book is “very ridged” and claims that she must follow it because 
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she gets scared that she might miss something that might be on the exam. When talking about the 
previous written quiz, she explains to me that when she received it she realized that she did not 
cover an entire section that was on it. She explains that she was upset because that material was 
not assigned in the book, so she does not understand why it was showing up on the test. Due to 
this, she says she felt very unprofessional because she had to explain that material at the last 
minute to the students, which makes it look like she is not doing her job. Also, the grading 
system does not make sense to her due to the fact that oral assessments are worth much more 
than written assessments, yet the book focuses more on written work. As such, the students are 
not learning how to communicate in class because that is not the book’s focus, which puts 
pressure on them to memorize material just for the grade. She describes this dilemma when she 
says: 
I mean…the communication [oral] quizzes are 40% of their grade and the written exams 
are 20% and the final exam is worth 40% and that’s a written exam. So, the students 
seem, I mean, in the communication exercises, the book says, “Look at this dialogue.” 
For example, “Do you live in a house or an apartment?” They aren’t really creating 
language. And the book has them write down the text before they say it, so it’s not a lot 
of improvisation. I feel like the students are outside before an oral exam and memorizing 
what they should say before they come in and they aren’t really creating the dialogue 
themselves. I would rather that students make more errors and create the conversation 
themselves rather than memorizing some dialogue outside of class, which is how the 
book is designed. (M. Locke, personal communication, May 15, 2013) 
Through this explanation, Matilde is pointing out a major disconnection in the test policy and the 
focus of the book. Due to the fact that the English program advocates a communicative approach 
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in the curriculum, they have placed more worth on oral assessments; yet, the book does not have 
exercises that promote communication that would allow students to create dialogue. Rather, 
students are given specific dialogues that they are encouraged to cut and paste together, which is 
not challenging them to create original ideas with the English language. In addition to this 
problem, students are also worried about their grades since the oral assessments are worth so 
much more than written assessments, resulting in students memorizing dialogue to pass the exam 
rather than actually attempting to experiment with the language. For Matilde, if the oral quizzes 
are going to be worth so much, the book should have material that stresses communication more, 
instead of just providing stock phrases to students. 
 Omar as well expresses this lack of correlation, but rather than talk about the oral 
quizzes, he focuses on the final exam. As part of the English program, students who are in the 
final year of their English classes are required to take the TOEIC (for advanced students) or the 
TOEIC Bridge (for basic and intermediate students) exams. These are internationally recognized 
exams that can allow students who pass them to get certification. Since most students do not gain 
a sufficient English level at Santiago Institute, the English program has changed the scale for 
their grading purposes, which allows students to pass their class, but not get certification. When 
discussing this process with Omar, he explains that he is wary about how the new book is going 
to affect scores this year. For Omar, the new book is a “dumbed-down” version of the old book 
and he can understand why the English program made the change, but what he does not 
understand is why they kept the TOEIC as the final exam. He discusses this issue when he states: 
I think with this new book, the scores are going to drop even lower. With a lower basic 
level, they are going to understand less. So the score goes to 100 and I’ve had students 
get 50, which isn’t bad. According to the Santiago Institute scale, they pass. But I’ve had 
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students that get a 12, I had one get an 8. So, I don’t know. I mean I don’t see how 
lowering the level of the English book and maintaining the TOEIC as the final exam is 
going to work. And it’s 40% of their grade. I don’t know. What saves the students is that 
if a student gets a 7 [A+] in everything, they can get a 1 [F] on the TOEIC and still pass. 
(O. López, personal communication, May 28, 2013) 
For Omar, the fact that the English program changed the book and not the final exam makes no 
sense. Since they are required to follow the book and the book is now more basic, students are 
getting less material, which means they will most likely do worse on the exam. Omar compares 
the scores that his students have received in his previous classes with the old book and they still 
are not fantastic, but those students were at least receiving more information that the test covers. 
In this explanation, Omar does not tell me how he tries to resolve this issue as a teacher, he just 
repeats, “I don’t know,” because he is at a loss as to how to bridge this disconnection. His final 
comment is of interest because it shows that students who make an effort to do well in the class 
itself can still get a passing score in the course if they fail the TOEIC. This is Omar’s way of 
rationalizing how the scoring system is set up by the English program. Since he does not really 
understand the connection between the book and the final exam, he finds a way to explain the 
thought process behind the exam percentages, by postulating at its fairness due to the fact that a 
student can fail the TOEIC if they ace all their class exams. 
 Through these two viewpoints, the lack of correlation between the book and exams given 
by the English program can be seen. Matilde does not understand why oral competence is given 
precedence over written competence if the book stresses the latter. In the same way, Omar does 
not see how making the book more accessible to students while maintaining the TOEIC as the 
final exam is going to be profitable for students. The fact that the material in the book is not 
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necessarily what is being assessed causes major problems for both teachers and students alike. 
Therefore, teachers conform to teaching in ways that allow students to pass the quizzes, which is 
not their overall goal as language teachers, nor is it the goal of the English program, but it 
resolves the immediate need of the students.  
 By reviewing these teachers’ perspectives, I aspired to give a clearer picture of how 
teachers negotiate and understand policy as they struggle to put it into practice in the classroom. 
The points brought up by these teachers shed light on the classroom observations that I 
illustrated above because these perspectives show that teachers feel that they lack autonomy in 
their classes and they have little control in how students are assessed. As such, teachers opt to 
follow the book or teach to the test because they believe they do not have other options. This 
type of constraint affects the students and how they view English, so it is up to teachers to 
communicate with the people in charge in order to remedy the inconsistencies they see between 
the policy being handed to them and their actual experiences. 
Conclusion 
 The goal of this chapter was to analyze policy as a discourse and policy as a practice 
through the experiences of four English teachers at Santiago Institute. In order to do this, I first 
analyzed policy as a discourse by examining the English program’s overview which addressed 
different facts about the program, the teaching approach encouraged in the curriculum and the 
standards used as the foundation of the curriculum. In addition to this textual analysis, I also 
looked at an interview with the English program director, where he described his ideas and 
vision for the English program. These factors when put together create a policy that is passed 
down to teachers who are expected to implement it in the classroom. In addition, there is an 
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unofficial policy that has been created by the coordinators of different sites, which makes 
implementation of the original policy more difficult. 
 Thus, we enter into the policy as a practice phase, where teachers receive this information 
and are then left to interpret it when they enter their classrooms. This becomes complex when 
there are conflicts between two aspects of the policy, which causes the teachers to take their 
students and their contexts into account in order to decide how to negotiate that conflict. This 
was seen through the classroom observations that I described, which demonstrated with actual 
classroom activities how teachers were putting the policy into practice. After, I presented 
interviews with the teachers where they explained the struggles they have when negotiating 
policy in light of their students’ needs. As such, these teachers explained two instances where 
policy caused them frustration, which included the mandate to use the book as the only class 
resource and the disconnection between the material in the book and the assessments. The 
teachers were often at a loss at how to juggle these factors and some even feared that they might 
be fired if they strayed from policy. This type of confusion shows that there needs to be more 
communication between the people making the policy and the teachers implementing it. While 
the program director may have been a teacher in the past, his experience does not account for all 
teachers’ experiences. Creating a space where teachers feel comfortable sharing their qualms and 
their struggles could help improve this program’s policy and thus the experience for the students.  
Currently, there is an uneven power relationship between policy, teaching practices and 
students. Policy mandates what teachers are supposed to present in class, teachers interpret that 
policy in relation to their students, which can cause a positive, negative or neutral reaction from 
students. This relationship between students and teachers is reciprocal because while teachers’ 
interpretation of policy can affect students’ reactions; students’ attitudes and motivation can 
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affect how teachers interpret policy. The interaction between these two parties is always 
occurring and both parties have the option to react in response to the actions of the other. 
However, policy stays out of this reciprocity and remains in power. There is little that students or 
teachers can do to interact with policy at a discourse level, unless a means of communication is 
opened by those in charge of creating that discourse. As such, the voices of teachers and students 
alike need to be heard when addressing policy reform, but with the understanding that these 
voices do not come free of language ideologies. 
Like the relationship between teachers and students, the relationship between the policy 
and language ideologies is reciprocal. Policy cannot be made without the social actors who use 
their language ideologies to develop a curriculum and rules about teaching English based on their 
experiences and ideas about the language. However, when this is done, language ideologies are 
affected because they are shaped by the individual ideas and experiences of the people making 
the policy. Therefore, this interaction is an ongoing process, where language ideologies shape 
policy and policy shapes language ideologies. As a result, teachers, when receiving policy 
interpret those embedded language ideologies that are hidden in the discourse and reproduce, 
challenge or change them.  
In this chapter, there were three language ideologies that were present in the discourse of 
policy and one that resulted from how teachers interpreted that policy. The first language 
ideology indexed was found in the discourse of the overview of the English program’s website 
and in Alonso’s take on the teaching approach to English classes at Santiago Institute. By 
emphasizing a specific teaching approach, these two sources are bringing to light the ideal 
English teacher language ideology. Through the constant use of the word “should” on the 
website and Alonso’s comment about use of the book, a clear picture was painted of the ideal 
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English teacher, which is a person who implements the approach as defined by policy and 
policymakers. Secondly, Alonso used globalization discourses to confirm the need for English at 
Santiago Institute when he indexed the English as a necessity for a successful future language 
ideology in his interview. This was a major language ideology that Alonso reproduced in his 
speech, but it was never officially expressed in the written policy because it is now a taken-for-
granted idea that does not need to be explained. Lastly, the idea that there is a true English was 
also seen when Alonso explain why the program taught general English over technical English. 
Because general English is valued by the market, the program is forced by policymakers in 
higher positions to follow suit. This focus on the market shows the neoliberal influence on 
education policy, which does not take the needs of the students into consideration. All of these 
ideologies are thus pass down to teachers who interpret them in their own way. In the 
observations seen, the major language ideology brought up by teachers was the idea that there is 
a true English. However, while two teachers reaffirmed this idea through their pronunciation 
activities, another rejected it, which in turn contributes to how students view that particular 
language ideology. This demonstrates that students can receive a variety of discourses about 
English, depending on how their teachers interpret policy and imagine English. The discourses 
utilized by Alonso and the teachers demonstrated that language ideologies from the public sphere 
influence their ideas, but their experiences and take on English also influenced how they talk 
about the language, which resulted in the reproduction and the rejection of certain language 
ideologies. As such, the next chapter is going to explore how students make sense of these 
outside discourses (from the media and from their classes) and how they in turn utilize 
discourses to reproduce, rearticulate or contest language ideologies. By understanding students’ 
experiences with English as well as their projections in how this language may or may not be 
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pertinent to their futures, the next chapter hopes to illustrate the reciprocal relationship between 
discourses, language ideologies and the real life experiences of students so that policies can be 
adjusted to fit the experiences and needs of these students. 
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CHAPTER 6. “MISS, WHY DO YOU SAY…?:” UNDERSTANDING HOW STUDENTS 
MAKE MEANING OF ENGLISH 
Gael: Why do you say “I’m” and not “I am”? Because of the book? 
Me: It’s because when I speak I don’t think and it’s natural for me to use contractions. 
Gael: But is it OK for me to say “I am”? 
Me: Yes, it’s OK. I understand the book tries to get you to use contractions so that you sound 
more “native like,” but, someone will understand you if you don’t use contractions. 
Gael: Which is right? 
Me: Both, but you’ll sound more “native-like” if you use contractions. I don’t think they are that 
important at this point, but you have to be able to recognize them when someone speaks to you. 
Isa: It’s like us. When we say, “Voy pa’ allá” instead of saying “Voy para allá”. It’s the same. 
Me: Yea. It’s similar. It’s a way to shorten the sentence. (Fieldnotes, October 17, 2013) 
Conversations, like the one above, were common occurrences during my time at Santiago 
Institute. Whether I was subbing in a classroom, observing or doing a focus group, students 
always had questions about why certain grammar points or sayings were used in English as they 
tried to make sense of the language and their classroom experiences with it. The question about 
contractions was a popular one since the book and the quizzes required that students use them in 
order to get full credit for their work. The act of using contractions is a difficult habit for many 
English-language students to adopt, but due the assessment requirements, they were constantly 
worried that they had to use contractions in order to be understood by a native speaker. Students 
began to believe there were only certain ways to speak English; sentiments that stemmed from 
the book/quiz-centered nature of the English classrooms, as explained in Chapter 5, which often 
caused students to be hesitant to speak since they wanted to create a perfect sentence. This result 
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is a consequence of the tensions between policy and practice, where policy encourages students 
to make errors while learning the language, but assessments require that they speak in a perfect, 
book-prescribed manner. These tensions affect the learning process of students and thus it is 
important to understand the perceptions of students because they are the people at whom the 
policy is geared. Students’ requests, frustrations and experiences can help policymakers 
recognize the positive and negative aspects of policy so that it can be amended to better suit their 
needs. In the case of Santiago Institute students, this idea was foreign to them. Many expressed 
that they were not used to being ask what they thought about classes or what they planned to do 
in the future, so they were eager to share their ideas with me. I even had students ask me if I 
could talk to the English director about a specific class problem they were having, because they 
did not feel that they had the power to make such a request. That said, this chapter looks at 
personal interviews, focus groups and classroom interactions to understand how students think 
about English in light of their classes, their ideas about the language and their future goals in 
relation to the language.    
 Before I get into the details of the everyday experiences of these students, I want to 
review some statistical information that I gathered in order to give a more general idea of how 
Santiago Institute students view English (see Appendix E for complete results). As stated in 
Chapter 3, the survey I gave used a 5-point Likert scale where 5 was “strongly agree” and 1 
“strongly disagree” and general opinions about English were sought. On average students felt 
that English is important for their future careers (78% strongly agreed) and that it is the current 
global language and thus one must learn it to be successful (53% strongly agree, 25% agree). As 
such, most students strongly agreed (57%) or agreed (23%) that English can help them earn more 
money in the future, which may have influenced why the majority believes that they will work 
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for an international company when they graduate (33% strongly agree, 29% agree). Few students 
think that learning English is a waste of time (1% strongly agree, 1% agree) and few agree that 
people from the working class do not need English (0% strongly agree, 2% agree). These results 
demonstrate that the majority of Santiago Institute students perceive English as valuable and as a 
way to help their future careers, which is important to keep in mind as I move forward in this 
chapter. However, it must be noted that this survey does not take into account the experiences 
that students have had to form these opinions, which is what the remainder of the chapter will 
explore. 
 In the next section, I will analyze how students make sense of English in light of 
discourses that they receive from outside sources, like from the media and teachers in 
combination with their experiences with the language. As such, I will first look at students’ 
experiences with English before Santiago Institute, to see how students view their introduction to 
the language. I will then analyze students’ takes on their English classes at Santiago Institute in 
order to understand how they explain the program from their point of view. Finally, I will discuss 
the students’ overall perception of English on a grand scale so students can explain the 
importance they believe the language holds (or does not hold) for their futures.  
Pre-Santiago Institute Encounters with English 
 Most students did not encounter English for the first time at Santiago Institute, so 
recognizing their background in the language is important to see how they started forming their 
opinions about the language. It is especially crucial in Chile since English learning in primary 
and secondary education tends to be rather low, as was illustrated in Chapter 4. Many students 
blamed their poor foundation in the language on their primary and secondary schools, so I will 
present different experiences in this matter. 
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 Andrés is one of Matilde’s “difficult” students. He likes to joke around in class and he 
does not take the lessons seriously, but he has expressed interest in learning English. For Andrés, 
his first experience with English was not the best and he believes that is why he continues to 
struggle with language at Santiago Institute. He describes this experience as follows: 
Andrés: It was in high school…at 15. I didn’t have English in my elementary school. No. 
Nothing. [makes a 0 with his fingers] 
Me: But you’re from Santiago right? 
Andrés: No. I’m from the sixth region…from Rancagua. There, when I was in elementary 
school, English was only taught at some private schools…from like from 5th grade or 
something like that. Then in high school, I don’t know if it was good luck or bad luck, but 
my English teacher was the head teacher and got along really well with her, so I was the 
teacher’s pet.  
Me: So you didn’t have to learn a lot? [laughs] 
Andrés: Exactly. She let me slide by. Then my junior year, when you take an elective 
course, I went to English. And in that class I didn’t learn anything. [laughs] They 
changed the teacher and I didn’t have the foundation of freshman or sophomore English, 
and I tried…but no. I should have taken it more seriously, but I didn’t. That’s why I am 
where I am today. (A. Cortés, personal communication, November 14, 2013) 
Andrés began English rather late in relation to most students in Santiago. According to the 
national English curriculum at this time, English was supposed to begin in the 5th grade, but due 
to the fact that he lived in a provincial town outside of Santiago, this rule was not as strict. It is 
interesting to note that he mentions that English classes were given in primary schools, but that 
those schools were private. This indicates a curricular distinction between private and charter and 
  209 
public schools in this area. He goes on to explain that when he started high school he was placed 
with a teacher for whom he was the teacher’s pet. He does not know whether to see this as a 
blessing or a curse, because due to this fact he had an easy class he could pass, but since he did 
not learn anything, he is now struggling with English. This lack of knowledge was especially 
noted his junior year because the school switched teachers on him. He explains that he did not do 
well in that class because he did not have the foundation he needed. He claimed he tried in the 
class, but with the phrase, “but no,” it seems he gave up easily. He acknowledges that he should 
have been more focused in high school and blames his current predicament with English on this 
experience when he says, “That’s why I am where I am today.”   
 Through this conversation it can be seen that schools and teachers can influence how 
students approach English. In the case of Andrés, the fact that the language was not provided 
until his freshman year in high school indicated to him that it was not an important subject or that 
it was a subject done only in private schools. Being placed with a teacher who allowed him to 
pass without trying was also a pivotal point for Andrés. He learned that he could get by without 
the knowledge of the language, but this changed when he was placed with a new teacher. At this 
time, some effort was given, but Andrés did not see the point to continue that effort since he 
already felt left behind, causing him to give up. As such he still feels like he is playing catch up 
from his time in high school, which has affected how he perceives his classes at Santiago 
Institute.  
 Unlike Andrés, Will began English classes in primary school and he believes it was a 
good experience. However, when he changed schools his sophomore year, he saw a downgrade 
in the quality of English teaching and believes that his time at that school has contributed to his 
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difficulty in learning the language currently. This experience is elaborated on in our conversation 
about his experience with the language:  
Will: Here in Chile, we start in 1st grade…in kindergarten, never. I mean maybe you 
learn a few words in kindergarten, but you officially start in 1st grade. My experience in 
school was good. I went to a Catholic charter school from elementary school until my 
sophomore year in high school. That year I left to a school near my house and my 
English class wasn’t great. It was only two hours a week, which wasn’t really 
much…according to me, only two hours, so I didn’t advance. In fact, when I got there, I 
never had to study for tests because they were all so easy and I always did well. 
Me: So in elementary school, what was different? 
Will: My teacher was…my teacher from elementary school was rigorous. I mean I had a 
good time in class, but it was different from when I changed schools. The teacher that I 
got at the new school, she was like…no, she didn’t care. And since it was a technical 
school, English wasn’t that important. It was like it was something they had to do, I don’t 
know if you know what I mean, but it was like something that was over our heads.  
Me: So it was like you had to have it. It was a requirement not just for you, but also the 
school. 
Will: Exactly. That’s why. (W. Carreño, personal communication, November 18, 2013) 
Issues of schools and teachers are brought up again as factors that influence students’ views on 
English in this excerpt. For Will, his English classes in primary school were “good” and he was 
able to learn a lot in them because he had a “rigorous” teacher. On the other hand, in high school, 
when he changed schools, he was placed with a teacher who “didn’t care” and taught the class as 
an obligation, creating a very different experience. He believes these differences are due to the 
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types of schools he went to. In primary school, he attended a Catholic charter school, whereas in 
high school he attended a technical school. He did not state much about the Catholic school, but 
the fact that English classes began in 1st grade and he considered his teacher to be “good,” shows 
that he valued that school and thus he did not need to describe it. However, in regards to the 
technical school, he explains in detail the issues that he encountered in the way that it provided 
English classes. Not only was his teacher indifferent, but he also noted that only a few hours 
were devoted to the subject as well as the fact that he believed that the school felt obligated to 
give the subject, which resulted in poor classes. He even states that he was so ahead from his 
previous school that he did not have to study for exams to pass them, which means that he did 
not advance in the language.  
 Another thing that should be noted in this conversation is that there was a tonal shift in 
power when we began to discuss this topic. This is difficult to relay through a transcript, but 
before this interaction, Will was answering questions in a low voice and waiting for me to help 
lead the questions. However, when we started discussing his past experiences with English, there 
was a shift in his voice and tone, which can be illustrated in the first line of this text. Will went 
from an interviewee answering general questions, to an expert that was ready to teach me about 
English policy in Chile. He was giving me information based on his experience with the intent to 
shed light on how things are done in his country. 
 The next conversation occurred during a focus group, where I let students talk more than 
ask them questions. In this session, there were four people, but two people, Gael and Irene, 
dominated the conversation. These students were in a class with me (una clase de reforzamiento) 
instead of going to their original English class because their teacher felt they were behind and 
needed extra help that she could not give them due to the strict schedule, which allowed me to 
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get to know them better. As such, we would often meet before class to chat, allowing me to get 
to know their stories. In this session, they were trying to explain to me why they do so poorly in 
their English class and once again, teachers and primary and secondary schools are the culprits. 
Gael and Irene argue about which entity has more fault, the school or the teachers in the 
conversation below:  
Gael: When we come here [to Santiago Institute], I think that we’re already behind. I 
mean from elementary school, they teach us to write down the information and then say 
it. We always read it off a paper and we don’t speak. That’s why we do that here. We 
already learned that way. At my school, I didn’t learn anything. After so many years of 
taking English, you’d think one would speak it. 
Irene: No. You’re wrong. It depends on the teacher, at least in my experience. I went to a 
charter school and I think I learned a lot because I had a good teacher. 
Gael: Oh please. Everyone knows that if you go to a private school it’s totally different 
than if you go to a public school. Good teachers are at private schools, very few are at 
public schools. 
Irene: That’s true. In high school, I went to a private institute and took one semester of 
English translation and it’s very difficult. And I don’t know if I really knew how to 
translate or not, but I passed the course with good grades.  
Gael: You just copied [cheated]. 
Irene: You couldn’t copy. You had to write down what they said right there. We could 
only use Spanish-English dictionaries, so it was really hard because there are so many 
words that change because of the context. It was really hard. But that’s because it was a 
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private school and they force you to learn more even if it’s hard. (G. Fiebelkorn & I. 
Rivas, personal communication, October 10, 2013) 
The reaction between these people show that these students recognize that their trouble with 
English began in primary and secondary school, however, they are struggling to make a 
distinction if the school as an institution is to blame or the teachers. Gael explains that when they 
get to Santiago Institute, they are already behind in the subject because they were taught to write 
things down and then speak, a practice that they continue to this day. He mentions this, because 
in the class I have with them, I have them speak rather than write down a conversation and then 
recite it like they do in their normal class, which is very difficult for them. As such, he is 
explaining to me where this practice of writing then speaking comes from. He goes on to say that 
he did not learn anything over the many years he took English and suggests it is the school’s 
fault, but Irene disagrees with him. For her, the teacher is the influential factor and she defends 
this by saying she only went to a charter school, but she felt that she still learned because she had 
a good teacher. This causes Gael to counterattack with the phrase, “everybody knows that if you 
go to a private school it’s totally different than if you go to a public school,” bringing up a very 
taken-for-granted idea in Chile, which is that private schools are better than public schools 
(Bellei, 2005). Since he believes this, the correlation is made that better teachers work at private 
school, giving the school as an institution an advantage. At this point, Gael recognizes that 
school quality and teacher quality are intertwined and that it is hard to separate the two, which 
makes it difficult for him to make his case in this argument. 
 Irene then agrees with him, saying that when she went to a private institute to take 
translating classes that it was very difficult. She does not mention teachers, but relies on the fact 
that the classes were difficult to show it was a quality institution. The difficulty of the course 
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carries more weight for Irene than the fact that she did not know if she could translate or not after 
it, because that struggle she experienced showed her it was a good school. She cannot assess her 
actual learning, but she knows she received good grades, which demonstrates that many students 
value good grades over the learning process.   
 Through this evaluation of these different perspectives, it can be seen that these students 
believe that their struggles with English stem from their first encounters with it in primary and 
secondary school. The school and teachers are blamed for the poor foundation that they hold in 
the language despite the many years that they take English. The discourses used in these 
conversations are reflective of what we saw in Chapter 4 when the press discussed the Simce 
scores and blamed schools and teachers for the issue. In these conversations, the type of school 
you go to affected the way in which you learned English and the students saw private schools as 
the institutions that were providing better foundations. Will and Gael equated private schools 
with better teachers and thus they correlated public schools with poor teachers. Irene, on the 
other hand, had a more complex view due to her personal experience. She begins by saying good 
teachers can be found in places other than a private school, when she mentions she went to a 
charter school and had a good teacher, but when Gael insists that most good teachers are at 
private schools, she folds. She then uses her experience at a private institute, but does not 
acknowledge teachers, just the difficulty of the school, which for her showed its quality. Andrés 
did not make any direct comments towards this dilemma, but by mentioning that only private 
schools had English in primary school, this shows that he sees a difference between schools. He 
does not mention what type of school he went to, but it can be assumed it was either a charter or 
public school and there he encountered teachers who did not push him to learn.  
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By reviewing these stories, the discourses that were seen in the press were repeated by 
these students. For these students, the root of the English problem in Chile comes from poor 
English education standards in charter and public schools and teachers who are not prepared to 
teach the subject. Also, there is an assumption that private schools are more prepared to teach the 
language and that they have better equipped teachers to do so. 
 When analyzing these discourses, language ideology involving English as a privilege and 
the ideal English teacher are indexed. Separating these two language ideologies is difficult 
because they are tied together in how the education system is set up. The students point to 
English as a privilege when they talk about the different types of schools and how these schools 
approach teaching the subject, but at the same time they also note that what marks the difference 
in the schools is the fact that better prepared teachers are thought to teach at private schools, 
creating a relationship between the two entities that is difficult to divide. This difference in 
schools was created by the neoliberal educational policies that turned education into a 
commodity in Chile and now private schools are automatically seen as superior (Gauri, 1998). 
There is an common sense assumption that private schools do an excellent job in the matter 
because they have quality teachers, which indicates that only students who have the means to pay 
those private schools can access quality English classes in primary and secondary school. 
Therefore, social reproduction occurs as students accept this language ideology, causing them to 
give up on the language, as in Andrés’s case or conform to the learning process they were taught, 
as in Gael’s case. Will and Irene’s situations are different, however, because these students 
acknowledge a difference in schools, yet their experiences have shown them that there are 
exceptions. Both attended charter schools where they felt that their English experience was good, 
but they equate that quality with the teachers that they had at their schools, not the schools 
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themselves. As such, for Will and Irene, quality English classes can be found in schools that are 
not private, but they know that those places are exceptions to the rule.  
 It must be noted, however, that the ideal English teacher is defined by experiences that 
students have had. For Andrés, his experience with his first English teacher shows that he is 
conflicted as to whether she was ideal or not, because she does not fit the typical description of 
an ideal teacher, but since that experience allowed him get through English classes without much 
effort, she became ideal to him. On the other hand, Will and Irene have more traditional ideas of 
what makes and ideal teacher; for Will it was the quality of his teacher being “rigorous” and for 
Irene, it was the fact that she learned a lot because of her teacher. As such, Andrés challenges 
and accepts the language ideology of the ideal English teacher because he cannot decide if his 
experience was good or bad and Will and Irene reproduce it.  
 This section presented the primary and secondary school experiences of students where 
they explained how their schools and teachers have affected their English learning. As such, 
there is now an understanding about where these students come from and the common beliefs 
that they hold. These factors will help contextualize the different experiences that students have 
had at Santiago Institute in order to understand how they make meaning of the English program. 
Learning English at Santiago Institute 
 Now that the English foundation and the beliefs students have about their primary and 
secondary English classes are understood, I am going to explore how students experience their 
classes at Santiago Institute. Through this analysis, I want to show how students evaluate the 
courses through their praises and critiques of the different classes and teachers they have had. 
 As mentioned in Chapter 3, English classes at Santiago Institute are set up according to 
the cohort you are assigned to in your major. Depending on the students’ major, they may be 
  217 
required to take an English for a Specific Purpose (ESP) class or they can have the option to take 
and intensive major program, where all of their subjects are taught in English. This subject 
becomes a topic of interest when a few students meet with me after their class to grab a coffee. 
Carla has recently dropped out of the intensive major program and she is explaining this 
experience to, Paulo, Irene and myself as we have a coffee in the university café:  
Carla: You know, there’s a cohort of this major where they take everything in English. I 
started in that section until math…then ohhhh, I had to drop. Everything was in English 
except for communication. 
Paulo: So even math was in English. 
Carla: [exaggerated] YEA… And I couldn’t!!! 
Irene: Yea. I have a friend who is in that cohort and they have to do a presentation in 
English for their final project. [shakes her head back and forth] 
Carla: Yea, they do that instead of an exam. 
Irene: The teacher is Chilean though, so you know… [raises her eyebrow] 
Carla: No, but I remember they said that pronunciation wasn’t important for that 
presentation. I couldn’t. I can barely do it Spanish. 
Irene: I think that that section is good. All the students who are there now understand and 
speak English really well. It makes sense because they are listening to English all day 
long.  
Carla: I remember in one class, we had to present and the question was, “Why do you 
like tourism?” And you had to explain…and that’s when I left. I couldn’t. (C. Saavedra, 
P. Vasquez & I. Rivas, personal communication, November 14, 2013) 
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In this conversation, the students paint a picture of what the intensive major looks like for 
students studying tourism. Carla was explaining her time in the English cohort and how difficult 
it was for her due to the fact that everything, except for communication was taught in English. 
Paulo is surprised that math was even taught in the foreign language and Carla confirms this fact 
with and exaggerated “Yea,” indicating that she could not believe it either. She goes on to 
explain that that aspect is what caused her to quit the course because it was too difficult. Irene 
contributes to the conversation to say she has a friend in that cohort and that a final presentation 
is required and it has to be given in English. Carla confirms this and explains that it is given 
instead of a final exam. At this point, Irene mentions that the teacher is Chilean and adds, “so 
you know,” demonstrating that she is skeptical about how difficult it can really be due to the 
nationality of the teacher. Carla takes offense and answers quickly with a “No,” demonstrating 
that she does not understand where Irene is going with that fact and explains how pronunciation 
was not being graded, but that she was still not able to do it. She states she has difficulty 
presenting in Spanish, so it would be even more difficult in English and she addresses her 
powerlessness once again. Irene gives her approval of the program and acknowledges that many 
of the students can now speak English well, which she attributes to their immersion. Carla moves 
the topic along and explains the question they had to answer in English for their presentation. 
She blames that question on her leaving the program and again mentions she could not stay in 
the course because it was too challenging.  
 By analyzing this conversation, the difficulty of the English cohort shows its quality, as 
was seen with Irene’s translation class in the previous section. Carla was so overwhelmed by the 
fact that all her classes were in English that she just shut down and said “I couldn’t” three times 
to illustrate how arduous it was for her. The fact that general education classes were in English 
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and final presentations were required in the target language, added to this difficulty, but also to 
the quality of the program. There is an acknowledgement that students who stick with the cohort 
end up speaking English well, which is a great advantage of this program over the regular 
English program. Another factor that was brought up in this conversation is the fact that the 
teacher who is involved in it is Chilean. Irene says this in a skeptical way, which is important to 
note because “how something is said is part of what is said” (Hymes, 2003, p. 41), which 
indicates that Irene does not see Chilean teachers as valid judges of English presentations. Carla, 
however, does not understand what Irene is referring to and defends the assignment and how 
difficult it is, reassuring Irene of the quality of the course. 
 The next experience also talks about the quality of the program due to the requirements 
that students must take as well as the foreign teachers that are utilized in the program. The 
following is Will’s take on the program and classes: 
Will: What’s good about Santiago Institute is that we’re already at Basic 2 and I can take 
up to Intermediate 2. I think that with the methodology here, one can leave speaking 
English.  
 Me: And what exactly do you like about the methodology? 
Will: That it’s not just a quiz. You learn to write it and speak it. I mean the oral part is 
important. Knowing how to speak English and making more fluid sentences, can give you 
more knowledge and experience for the new language. I like that it’s general knowledge, 
but they could add a few courses that are more related to our major.  
Me: Anything else? 
Will: I like the Miss we have because I think that we need to learn English from native 
speaking teachers. I mean, I think we should be studying how people talk in everyday life. 
  220 
That’s why I think a teacher from another country is better, because that person is in 
more contact with words from their own language. English in this case. Also in regards 
to teaching, the Chilean teacher is more structured, more repetitive. The “gringo” 
teacher is more relaxed and I think it’s more related to the fact that they know how to 
speak the language one hundred percent. They’re much more relaxed. (W. Carreño, 
personal communication, November 18, 2013) 
Will begins the conversation by praising the number of English courses that are required to be 
taken at Santiago Institute. Because he is studying a professional degree, he must take up to 
Intermediate 2 and he sees this as a positive factor of the program. He also comments that he 
likes the methodology and that he believes that a person can leave Santiago Institute speaking 
English with the courses given. When I ask him what exactly he likes about the methodology, he 
talks about the communicative way in which it is taught. For Will, the class is not just about 
passing a quiz, but he feels he is gaining tools to write and speak the language. He emphasizes 
that the classes encourage general communication, but does recognize that some technical 
English courses would be helpful for his major. The last point he makes is about having a native 
speaker as his teacher. He thinks this should be a requirement because he feels that native 
speakers can relay more everyday English to students. Finally, he mentions that Chilean teachers 
tend to be more structured and repetitive where as “gringo” teachers are more relaxed and can 
speak the language perfectly. His emphasis on the laid-back environment set by “gringo” 
teachers is shown when he repeats “they are more relaxed” in the last line, which can result in 
him feeling the way that he does about the English program. 
 Will has little to complain about in regard to the English program and he highlights the 
positive aspects more when we speak about his experience at Santiago Institute. The fact that he 
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feels that he is learning communicatively is connected to his teacher, who is a native speaker, 
and who tries to create this environment in her classroom. This fact is further developed when he 
talks about the need to have more foreign teachers in the classroom because of the relax climate 
that they create, allowing students to experiment more with the language.  
 However, not all students feel this way. Where Will sees his English class as 
communicative, Camilo does not. Camilo feels restrained by his English class because he 
believes that there is too much focus on grammar. As mentioned in Chapter 3, Camilo is the only 
student who attempted to speak to me in English during our interviews. We often used a mix of 
Spanish and English when we spoke, but his effort shows that he wants to learn the language, but 
that he feels he is not gaining the experience he needs in his class. The conversation I will 
present occurred when we were waiting for the class to begin. We were sitting on the floor 
outside the classroom and he began to ask me questions about learning English. We are 
eventually interrupted by Ximena, who gives her opinion on the matter, which ultimately 
frustrates Camilo: 
Camilo: Is really necessary to know the grammar…’cause to speak with people, it’s 
necessary? 
Me: It depends on what you want to use English for. If you are going to be using it in a 
formal way, I would recommend you learn grammar. If it’s just to communicate, it’s not 
that important. 
Camilo: But to just speak to someone. 
Me: Well, if you’re just looking to communicate, you’ll eventually learn the grammar 
through contact with the language. 
  222 
Camilo: Yea…yea, because I have...I live with a British girl and a German. The British 
girl is very fast speaking which is sometimes very hard for me because I can’t 
understand.  
Me: Yes, people can speak quickly, but you’ll get the hang of it. 
Camilo: But I can speak with her and she understands me, without grammar. I don’t have 
the correct form so I worry about oral exam. 
Me: You’ll do fine. You just need to practice. 
Camilo: Do you understand me? 
Me: Yes, completely.  
Camilo: In high school my classes were quite different. There was more interaction and 
games and I don’t like how we get taught at Santiago Institute. It’s not good for the way I 
learn. This type of learning is theoretical and has to do with the book and we never talk. 
When I speak English with people it’s totally different than in the class. When I’m outside 
I speak great, but in there [the classroom] I’m always worried about perfect grammar. 
For example, when I get drunk with my friends, I feel like I speak great [laughs]. 
Me: That’s common. You loose your inhibitions. 
At this moment Ximena comes to open up the classroom and says: 
Ximena: What Camilo? When you’re drunk what happens? 
Camilo: Miss, it’s that I speak much better English when I drink…that’s what I was 
telling her. 
Ximena: Ahh…it overcomes the shyness. 
Camilo: You know Miss, when I was young we played games and sang songs and the 
classes were so much more fun. All we learn is grammar. 
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Ximena: Because you have a quiz on Monday, Camilo, so you have to train, train, train! 
[pounds fist in other hand every time she says train] 
Camilo: Yes, but that I don’t want to. 
Ximena: You have to. 
Camilo: I not interested in grammar. 
Ximena: When is your quiz again? 
Camilo: You have to speak!!! [puts hands in the air and shakes them at her] 
Ximena smiles and walks into the classroom. We get up and enter behind her. (C. Ortiz, 
personal communication, April 3, 2013) 
This conversation is telling because it shows how background with the language affects 
expectations and desires when it comes to language learning. When Camilo firsts starts asking 
me about the importance of grammar, he is demonstrating his frustration with trying to learn this 
aspect of English. When I tell him it depends on for what purpose he wants to learn English, he 
immediately response for speaking and I tell him it is possible to communicate without learning 
the formal linguistic rules of grammar. This calms him down and he goes on to tell me about his 
experience with his roommates, who are foreigners, and that he can talk with the British one and 
she is able to understand him despite his errors, but he notes that he sometimes has problems 
understanding her because of how quickly she speaks. The acknowledgement of his errors causes 
him to mention the quiz that is coming up, because on the quiz he will not be able to make errors. 
I reassure him that he will do fine and he checks in to make sure that I understand his English. 
After that is affirmed, he begins to tell how he feels English classes at Santiago Institute do not 
suit his learning style. He mentions that in high school his English classes were more dynamic, 
where he feels Santiago Institute’s classes are “theoretical,” based on the book and that 
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conversations are not encouraged. He then contrasts his experiences outside of class and inside 
of class and explains how he feels he does great outside of class, but inside of class he is 
constantly worried about what piece of grammar to use. He talks about getting drunk with his 
friends and being able to speak “great” when Ximena walks up to the door. 
 At this point Ximena is a bit embarrassed and wants to know what Camilo is telling me. 
He explains to her his experience with getting drunk and being able to speak English and she 
agrees that it helps with inhibitions and then he starts telling her about his previous experiences 
with English. He complains to her about the class when he states, “all we learn is grammar,” and 
her response is because of the quiz they will have and she emphasizes that he must study with 
her gesture and repetition of the word “train.” Camilo tells her he does not want to study and she 
tells him that he has no choice, which causes him to say that he does not want to learn grammar. 
She asks him when the quiz is, to indicate that he must learn it, which results with him throwing 
his hands in air and telling her that speaking is necessary. Ximena does not respond and just 
walks into the classroom, leaving Camilo frustrated. 
 This conversation brings up the issue of linguistic competence versus communicative 
competence. Linguistic competence focuses on a learner’s ability to create grammatically correct 
language when communicating (Chomsky, 1965); whereas communicative competence relies on 
the meaning being expressed when communicating, where grammar is secondary (Hymes, 
1972a; Hymes 1972b; Hymes, 2003). Camilo as a student is burdened by the fact that in his 
classes, linguistic competence is stressed. He is worried about his exams because he must pass 
them in order to pass the class, but he feels that he has communicative competence, which 
creates an internal struggle. Our conversation began because of this internal struggle due to the 
fact that he was trying to get an outsider’s point of view on the matter. His high school 
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experience as well as his current living situation has provided him with communicative 
competence, allowing him to communicate in English, with errors, but in a way that he is 
understood. He also mentions that he does not feel like his learning style is being accommodated 
for in his English class, which can add to his frustration. His interaction with Ximena is telling 
because it shows that he is comfortable with her and that he is not afraid to tell her what he 
thinks. Ximena is focused on the quiz so she only suggests that Camilo study since he has no 
option, leaving Camilo feeling more irritated because his voice is not being heard. Camilo has 
the strong desire to learn English, but unfortunately his needs are not being met in his current 
English class since he feels linguistic competence is being pushed. 
 The final scenario I will share shows the restraints that students feel due to the teachers 
and curriculum. The English program provides one tutoring course at the end of the semester for 
students who feel behind, but as part of my contribution, I held them on a weekly basis in 
between my classroom observations. As such, this excerpt comes from my fieldnotes and it 
describes one of the tutoring sessions that I gave to a group of students who attended. 
In this session I was asked to review “would” in regards invitations. The students had an 
oral quiz coming up, so they wanted to be better prepared and they did not understand the 
concept very well. For me as a teacher, I believe that since I have the ability to speak 
Spanish, I should not try for an immersion climate if a grammar concept can quickly be 
explained in the students’ primary language. The concept of “would” is also a difficult 
piece of grammar, because what is two words in English “would like,” is one in Spanish, 
“te gustaría” so students often get confused as they try to directly translate. After using 
examples in both Spanish and English, the students were able to understand the concept. 
They started practicing with one another, “Would you like to go to Iquique? or “Would 
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you like to go shopping,” and the phrases just sounded so formal to me. So, I explained to 
them that “Do you want to,” is another option they could use when speaking with friends, 
because “would” sounds very formal for me as they were practicing. I then asked if they 
use “te gustaría” or “quieres” more when they invite their friends to do things. The 
consensus was “quieres,” and I told them it works the same way in English so now they 
have another option to use with “do you want to.” In response to this, Raquel asked, 
“Why hasn’t anyone ever taught this to us before? This is so much easier.” We started 
practicing again and many students started to use the “do you want to” form. An instance 
I noticed was when Raquel began her conversation with “do you want,” but Charlot 
stopped her and told her she had to use “would you like.” Raquel looked to me and asked 
if she could say “do you want” and I told her she could use whichever. She looked back 
at Charlot and said, “See, I can use it, we now know that ‘would’ is more formal and 
you’re my friend, so I’ll use ‘do you want.’” Charlot responded, “yea, but when we have 
the quiz, the other Miss isn’t going to allow ‘do you want,’ so it’s better not to use it.” 
The other students agreed, so Raquel continues with “would”. (Fieldnotes, June 18, 2013) 
This scenario is unique because it is made up of students who are seeking help for their classes; 
that said, these students were the ones that were worried about their grades, which is why they 
were seeking help. My sessions, however, did not follow the usual style I saw in the classroom, 
so my perceptions and ideas about language teaching affected how students encountered the 
language. This can be seen when I decided to teach the students about the “do you want to” form 
of inviting someone to do something. There was nothing wrong with the “would” version, but 
due to my preconceptions of how formal and informal invitations work, I made a choice to teach 
something that was outside the book. I also used Spanish throughout the lesson, because in my 
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experience it is easier for both teacher and students, but that also affects how students interact 
with me.  
 However, the most important part of this lesson is when students start putting the 
grammar they learned into practice. Raquel is keen to use the new phrase I introduced, but 
Charlot stops her. Raquel quickly turns to me for help and when I confirm she can use either 
phrase, Charlot mentions that their teacher will not accept “do you want to,” so it is best not to 
use it. This is a key moment because it shows how Charlot feels restrained by what her teacher 
will accept. She is in this session to study for the test, not necessarily to learn more English, so 
she wants to stick to the phrase that will be used in the class. Raquel does not feel the same 
restraint because she understands that it is another way to say the same thing, just in a different 
context, but eventually she gets pressured not to use it by the other students in the session 
because they agree they must follow what is in the book. 
 From this scenario, it can be seen that students, just like teachers feel bounded by the 
material that is in the book. Teachers are relaying this message through their fear to break from 
curriculum contents, which affects the learning and communication processes of the students. 
Although the phrase I gave the students is valid, it was not in the book, and therefore most did 
not see it as a valid option. Students think about teachers’ reactions and quizzes before they think 
about their learning process and only Raquel was willing to challenge that until the students 
reminded her of their teacher. This restraint can be frustrating for students and it does not allow 
for them to use the language in a more complex way. 
 After reviewing these different experiences, the curriculum and teachers are the themes 
brought up most often by students. Like in the previous section, it is difficult to separate these 
entities because the curriculum is seen as a guide for teachers and as such teachers must interpret 
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it according to their students. For Carla and Will, they saw both the curriculum and teachers as 
assets to the English program at Santiago Institute. Carla, although she did not continue with the 
intensive major, saw value in it due to its difficulty and the teachers involved. Will as well 
believed that he was gaining communicative competency in his class and did not feel pressured 
by quizzes, but attributed this to the relaxed classroom environment established by his native 
speaking teacher. There was an acknowledgement that improvements could be made in the 
program to address the specific needs of each major, but there was an overall approval for how 
things are being done.  
 Camilo, on the other hand, did not feel this way. He felt like there is too much emphasis 
on grammar and quizzes, which takes away from his learning experience. He even expressed his 
dismay with his teacher, but due to the constraint that she feels with curriculum, little was done 
to help alleviate his frustrations. Charlot did not openly express the restraint she felt, but it was 
gleaned from her comment about abiding by the book and what the teacher would want in class. 
Therefore, rather than learning another way to say something in English, she limited herself and 
her peers to what was in the book, which thwarts not only her learning process, but the learning 
process of her peers. 
 The discourses used in this section indexed two language ideologies, the ideal English 
teacher and true English. For Will, the ideal English teacher is a native speaker and he made that 
clear in our conversation. Since native speakers know the language “perfectly” and are able to 
utilize everyday English, he believes they are more suited for the job. This comment is tied to the 
idea of there being a true English, because Will believes that native speakers are the only people 
who have access to it. This idea furthers his belief that native speakers should be teaching the 
courses and he later stated in the interview that he thinks all English teachers at Santiago Institute 
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should be native speakers when he was giving me suggestions for how to improve the program. 
Irene does not directly bring this subject up, but when she mentions to Carla that the teachers in 
the major program are Chilean, she gave a skeptical look, which indicates that she does not think 
that they are as qualified to teach in the language. She carries an assumption that Chilean 
teachers may not be as proficient in the language, which causes her to doubt them. However, 
while Will and Irene reinforce this language ideology, Carla rejects it. Carla demonstrated this 
rejection when she quickly defended her teacher after Irene brought up her skepticism about the 
teacher being Chilean. As such, Carla shed light on how the English presentation would have 
been graded, placing that as the major focus, not on the native language of the teacher. The 
reproduction of the ideal English teacher is important to note because it affects how students 
value teachers and their knowledge. Chilean teachers have a difficult time getting respect 
because many students see native speakers as the ones who speak true English, which affects 
how they approach their English classes, which in turn affects how those Chilean teachers teach 
their classes.  
 However, this is not the only scenario in which true English is indexed. In the case of 
Camilo, he was struggling to find out if linguistic competence was more important than 
communicative competence, because he felt like the English program promoted the former. This 
type of thought suggests that there is a true English, which is free from grammar errors, even 
though the program is supposed to promote mistakes as a way of learning. This situation was 
frustrating for Camilo because he knew he could speak and be understood, however, his English 
class was telling him his English was not good enough because it did not conform linguistically 
to what is considered true English. Camilo was trying to redefine this language ideology, be he 
was not quiet sure how to do so. Camilo’s dilemma demonstrates the current idea that English is 
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changing in the globalize world and that it must be recognized that strict grammar rules are no 
longer the rule (Kachru, 1992). His desire for a more communicative way of learning has been 
addressed by scholars, but now, this idea must be recognized by policymakers when thinking 
about how English policy is established. 
 In this section, I presented how different students view their English courses at Santiago 
Institute. The curriculum and teachers were major factors in how students perceived their classes 
and their learning process, making each scenario unique. That said, language ideologies 
influenced how these students’ perceptions and their experiences caused them to use discourses 
to reinforce, reject, recreate those language ideologies. The next section is going to look more in 
depth at language ideologies through the exploration of how students see English in general and 
how that affects their ideas about their future. These notions stem from students’ experiences 
with the English language and can be influenced by the media, teachers and policy. 
Importance of English for Future Projections 
 In this final section, I will look at the importance students place on English in regard to 
their future projections. This is of special importance because it looks to why students believe 
English is, could be, or is not important for their futures, which can help policymakers 
understand if and how students will use the language in order to amend policy according to these 
needs. Travel and work projections were the principle reasons students mentioned when they 
talked about why they wanted to learn English. Those who felt English was not a necessary for 
their future projections, based that fact on people they know who are successful without knowing 
the language and their personal goals. The following section will explore these viewpoints 
further. 
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  The first scenario comes from a conversation that was sparked in class as students were 
doing a grammar lesson in their books. The students were complaining that the lesson was too 
hard and that they did not want to do it. From there, Rodrigo started a conversation as to how he 
thought they could learn English faster, causing a small group to start talking about their dreams 
of traveling. 
Rodrigo: Let’s go to the US for a couple months and we’ll learn fast.  
Juan Carlos: Yea, I have a friend that went to the US…to Chicago and he didn’t know 
anything. And he was lucky in the fact that he entered a high school were there was a 
Chilean teacher teaching Spanish there. And in six months, he learned English.  
Matilde: Of course. That’s what happened to me when I studied abroad in Spain. 
Marco: It depends on the city, because when I went on vacation to the US, at least in 
Philadelphia, New York, in Washington and in Boston, I encounter just people from 
Mexico and Cubans and I never had to speak English.  
Matilde: Of course, it depends on the place. In Arkansas, almost everyone just speaks 
English. 
Diego: But with English you can travel the world. 
Juan Carlos: I want to go to Alaska. 
Matilde: Ohhh. Alaska. It’s beautiful there. 
Juan Carlos: Because of the photos I’ve seen, I would like to go to that state over there. I 
don’t want to live there, I don’t want to work…just visit. 
Diego: But can go to other places than just the US. Europe, Africa, Asia…because now 
everyone speaks English. (Fieldnotes, June 12, 2013) 
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Through this conversation, preconceived notions about how to quickly learn English and dreams 
of travel are brought forth. Since the conversation began because the students were struggling 
with the grammar exercise they were assigned, Rodrigo suggests a faster way to learn, when he 
suggests that they all go to the US instead of doing the grammar exercises assigned. Juan Carlos 
quickly affirms that this idea is good because he gives an anecdote of a friend who moved to 
Chicago and with the help of a Chilean teacher, he learned English in six months. Matilde joins 
in on the conversation and also affirms this statement when she mentions that is how she learned 
Spanish. Marco brings up a contradictory point, since having traveled to the US, he has the 
experience to know that the visions his peers have is not necessarily true. He commented that in 
his experience in bigger cities, he interacted with mostly Latinos, meaning that he never had to 
use English. Matilde agrees that location is key, but adds the comment that where she is from, 
most people only speak English. Diego then shifts the conversation with the statement, “but with 
English you can travel the world,” trying to show that the US is not the only place where the 
language can be used. Juan Carlos then comments that he would like to visit Alaska, but makes it 
clear that he just wants to go as a tourist. Diego once again rings in to state that English is not 
just US centric, but that now, it is used in various parts of the world by “everyone.” 
 This conversation demonstrates common beliefs that students have about language 
learning, but it also taps into how students believe they can use English in the future, which is to 
travel. Rodrigo brought up the most common way that students believe you can learn English, 
which is by traveling to the US. There is an idea that once one gets to the US, their interaction 
with people is sufficient to learn the language. There is not a recognition that people who 
immigrate to the US, often have to take classes and invest time, like they are currently doing, in 
order to advance in the language, because there is an illusion that just being surrounded by 
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English will cause them to learn it. Matilde plays into this illusion when she mentions that is how 
she learned Spanish, but she failed to recognize that the fact that she was a Spanish major and 
took 4 years of classes, which also contributed to her knowledge of the language. Marco shatters 
this illusion by bringing to light how in his experience in the US, he never had to speak English 
because of the cities he was in. Through this acknowledgement, he is showing another side of the 
US that many Chileans do not think about, which is the diversity that the country holds. Matilde 
agrees but brushes off the comment because where she lives English is the dominant language. 
As such, the illusion is maintained and the students continue to believe in this possibility. 
 Globalization discourses are prominent in the conversation when Diego mentions 
English’s role as the global language. While his peers are focusing on the US, Diego is 
broadening his scope and wants his peers to understand that English can open up not just the US 
for them, but the world. For these students, their main goal of learning English revolves around 
the fact that they would like to travel in the future. Most aim for the US as their destination, but 
there is an acknowledgement that the world could be accessed due to the global nature of the 
language. 
 Where the students in the previous scenario projected that they would use English in 
future travels, the next scenario will look at a student who plans to use it for work. Andrés uses 
many globalization discourses as he explains why he believes English will be an important 
aspect of his future. As a future agronomist, Andrés knows that he will have to deal with 
international companies when exporting Chilean produce to other parts of the world, but he also 
dreams of actually going to the US to learn more about his field. In this excerpt, we were talking 
about why English is important to Andrés as a person and he describes English’s value when he 
states: 
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Andrés: It’s because now, if you don’t know English, you have a lot of doors closed to 
you. Everything is linked with countries abroad, things abroad. You don’t have to be a 
master at English, but you have to know the basics or be able to understand something. 
Like if they write you something or they say something to you. I think that now English is 
indispensible, above all for the professionals of today. The companies are abroad, above 
all in the US. For example, we send fruit to China and you have to know English, to send 
fruit to the US, it’s the same. When you send stuff, everything is in English, so I think it’s 
for those reasons.  
Me: So you see yourself working at a company abroad?  
Andrés: If they gave me the opportunity, obviously I would go abroad and work. But if 
not, here in whatever company and obviously I’ll need English because there are always 
outside contacts, providers or clients. Because I know that I am envious of my friends at 
work that I hear speak English and I’m like, “what the hell did you say?” [laughs]. To 
understand and use it…that’s what I would want. . And aside from work, the fact of 
knowing English makes you distinct, because now everything is in English and everyone 
speaks English, so… (A. Cortés, personal communication, November 14, 2013) 
Andrés’s main objective for learning English is work, but he would also like to know it to make 
himself stand out. He occupies globalization discourses as he talks about English, claiming that 
without it doors will be closed and he thinks this occurs due to the internationalization of the 
market. However, he acknowledges that perfect English is not needed, but rather just being able 
to communicate. According to Andrés, this skill is especially important for professionals in the 
country since English is used all over the world, which brings up the point made by Diego in the 
previous scenario. He goes on to say he would like to work in an international company, but 
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would conform to a job in Chile; however, no matter where he works, he claims that English will 
be a necessity. He then talks about being envious of his colleagues who speak the language, 
expressing that he has a desire to understand and speak it as a way of making him distinct. He 
concludes with the thought that “now everything is in English and everyone speaks English,” 
reaffirming his desires to why he thinks the language is important. 
 Andrés uses many of the discourses found in Chapter 4, like “English is indispensible” 
and that it is important for professionals in today’s international economy. It is interesting to see 
that he chose to use the statement, “if you don’t know English, you have a lot of doors closed to 
you,” which is the negative version of if you know English, doors will open for you. This use of 
the negative is more powerful because it gives a sense that people are getting left behind when 
they do not learn English. The positive statement plays on giving people hope, where Andrés’s 
statement is more like threat to get people to realize what they will miss, rather than what they 
will gain. His emphasis on the professional need for the language stems from his personal 
experience of working in a fruit packing factory, where he had to deal with exporting fruits to 
different countries around the world. As such, many of his English speaking co-workers had to 
help with those interactions, making his want to learn the language even stronger. Andrés has the 
desire to learn English to make him “distinct,” but he does not mention to whom. Due to his 
previous discourse, it can be assumed to future employers since the majority of people in his 
field do not speak English. There is no mention of money or advancement when Andrés talks 
about English in relation to his future job, but it can be gather from his discourse that a person 
has a more probable chance of obtaining a job in his field with the language. Through this 
scenario, it is clear that some students place value on English due to the fact that it can help them 
in their pursuit of their future careers; however, this is not the case for all students.   
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 Although there is an overall public discourse about the necessity of English, as we have 
seen above, some students do not necessarily agree with that point fully due to their lived 
experiences. This is the case with Fernanda. I first met Fernanda because she usually showed up 
to class early and we would chat while waiting for the teacher and other students to arrive. I got 
to know her on a more personal level this way and she even attended a few tutoring sessions. For 
Fernanda, English is a difficult subject for her to pass and her outside circumstances do not help 
in the matter. Despite her difficulties with the language, she does not feel that it is pertinent to 
her future, and she describes when she says: 
Fernanda: English is really hard for me. I’ve had to drop this class so many times 
because I have other priorities. You know, I have a baby girl and she gets sick or my 
mom can’t watch her, so I miss a lot of classes and have to drop. Now I’m really behind 
in my English classes and I know I have to catch up to graduate on time…but I don’t 
know if I can. You know, we have to take the ESP classes too because of our major and 
I’m just starting my first one. It’s a lot of pressure. 
Me: What year are you? 
Fernanda: I’m in my third year, so you can see why I’m worried. It costs money to come 
here and I don’t see why we must take English if it keeps us behind. Believe me, we have 
former classmates that graduate and they have gotten jobs without English. I just wish 
they understood that it’s not that important for everybody.  
Me: I understand your point. What do you want to do after you graduate? 
Fernanda: I’ll probably just stay at my job [she’s a tour guide in Santiago]. I can get a
 raise because I’ll have a degree. I like what I do. Maybe someday go to the north or
 south of Chile because there is a lot of tourism there, but I’m not sure. I have my baby. 
  237 
Me: And what about travel abroad? 
Fernanda: We travel for classes, but mostly to countries near by that speak Spanish. Like 
I said, English isn’t that necessary. I know plenty of people who graduated from here and 
speak English like shit, but they are still making money and doing well. I imagine the 
same will happen for me. (F.Fuentes, personal communication, April 10, 2013) 
Fernanda expresses her frustration with the language and the English program because she feels 
like the English program does not account for her desires or experiences. She expresses her 
difficulty with the subject and then explains how having a baby can affect her attendance, which 
puts her behind. She is already behind in her ESP courses, which adds to the stress she feels 
about taking English. She mentions how having to retake a course costs more money and then 
claims that she knows people who have jobs without knowledge of the language. Due to this fact, 
she does not see English as indispensible, like Andrés, but rather as a drain on her finances and 
time. She currently works in tourism and does well, so she does not have any concrete plans for 
after graduation. The possibility of traveling to tourist hotspots in Chile is there, but her daughter 
makes that possibility not as tangible. When I ask about international travel, she talks about the 
trips they take as a class around South America, which means English is not required. She 
mentions again that her friends do not speak the language and do well, so she expects the same 
results. 
In this conversation, Fernanda explains that her experiences and her future projections are 
not influenced by English. In fact, she goes as far to say that she thinks that English is currently 
keeping her behind, causing her to feel pressure when it is not necessary. When she talks about 
how she wishes “they” understood that English is not that important to all students, she leaves 
the actor vague. She is most likely referring to the people in charge of making English obligatory 
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at Santiago Institute, but she does clarify that term. Also, her situation is unique because she is 
caring for a child and she also sees that child as a possible limitation to dream bigger. The fact 
that she mentions she has friends who are in successful tourism careers without English is also a 
key factor. She has proof that one can be successful without English, so it allows her to devalue 
it despite the common public discourse. This scenario gives us an example of a student who 
views English in a way contrary to most in Chile and it is based highly on the experiences of that 
person. 
 Through these examples, I illustrated how students envisioned English in relation to their 
future aspirations. The majority of students talked about travel and career goals when they 
analyzed why English was important to them. These factors could be intertwined for some 
people, but in many cases they were separate entities. As such, students valued communicative 
competence over linguistic competence, because they just wanted enough English to get by in 
another country or at work. On the other end of the spectrum were students who felt that English 
did not play a role in their future lives. A surprising number of tourism students fell into this 
category and this idea was based mostly on the fact that they knew people in the industry who 
were successful without the knowledge of English. Many stated the fact that the surrounding 
countries speak Spanish, so they are able to communicate with the majority of tourists that travel 
to Chile. 
 Preconceived notions about language learning were also raised in this section, as students 
imagined traveling to the US as a quick way to learn the language without books. The teacher 
contributed to this notion, by ignoring how the place one goes to and the previous knowledge 
one has of the language all affect that immersion experience. One student tried to bring that 
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reality forward, but due to the teacher’s response and the fact that her position held more weight, 
the illusion of learning English quickly in the US was maintained. 
 Finally, the main language ideology indexed in this section was English as a necessity for 
a successful future. For the students who want to travel abroad or wish to work in the 
international marketplace, English is their key for being able to do that. Students reproduced 
globalization discourses seen in the media while they talked about their future plans. They see 
English as a way to help them get to know the world as well as obtain their dream careers. 
Communication was stressed as the major factor that allows students opportunities for these 
future goals; therefore, current classroom practices may not be meeting the needs of students. 
That said, there was a minority of students who rejected this language ideology. Due to personal 
experiences, these students did not see English as necessary for their future goals and as such 
encouraged that Santiago Institute reevaluate their obligatory policy on the matter. It must be 
understood that not all people agree with public discourse and their beliefs and experiences 
should be acknowledge. As such, all students’ experiences should be taken into account when 
thinking about policy. It is easy to make a one-size-fits-all policy that is determined by the 
market, but it does not address the needs of all students, as shown in these examples. These 
stories helped to shed light on how students value English in regard to their future aspirations 
and experiences highly affect those views. 
Conclusion 
 This chapter aimed to show students’ perceptions about English based on their schooling 
before Santiago Institute, their Santiago Institute English classes and their general thoughts about 
English in light of their future projections. No two students are alike and they each brought their 
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own rich ideas and experiences forward so that their point of view can be used to help amend 
English language policy at Santiago Institute. 
 To begin with, students saw their ability in English to be caused by their primary and 
secondary schools as well as by the teachers who taught at those schools. There was a difficulty 
separating schools from teachers, but the consensus was that the type of school you went to and 
the type of teacher you had influenced your foundation in the language. For two students, that 
formation was poor and they see it as the reason that they continue to do poorly in their Santiago 
Institute English classes. The other two participants had the fortune of having good teachers, so 
despite the fact that they did not attend a private school, they felt that they have a good basis in 
the language.  
 Secondly, I looked at students’ experiences in Santiago Institute classes. Once again, 
teachers were an important aspect in how students viewed the program, but the curriculum also 
played a role. The English immersion major, the communicative method and foreign teachers 
were the aspects praised by several students. These students see the English program as one of 
quality that allows students to communicate in the target language. This fact, however, was 
highly tied to the teacher, meaning that not all students necessarily have the same experiences. 
As such, several students expressed their disappointment with the curriculum, saying that it was 
based too heavily on grammar. Students also felt bound to learn only what was in the book, 
which limited their learning opportunities.  
 Lastly, the overall views that students had about English when taking into consideration 
their future plans was analyzed. In this section, students expressed interest in traveling abroad or 
working in an international company in the future, which meant that English would be an 
important asset for them. However, not all students felt this way and some even suggested that 
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English was holding them back since they had to take it, but did not see it as a factor in their 
future plans. 
 Language ideologies were indexed in the discourses used by students, where the ideal 
English teacher, true English and English as a necessity for a successful future were the 
prominent ideas featured. The ideal English teacher was normally seen as a native speaker due to 
their command of the language, which shows he or she speaks true English. However, some 
students rejected this idea and saw Chilean teachers as just as competent or they redefined what 
the ideal English teacher meant to suit their needs. The idea of there being a true English also 
arose as students struggled to figure out if linguistic competence or communicative competence 
was more important. Due to the curriculum, many were misled to comply with the thought that 
linguistic competence is what is of value, thus reinforcing the true English ideal; however, in the 
end, most students saw communicative competence as their goal, transforming the idea of that 
language ideology. In the last section, the idea that English is needed for a successful future was 
indexed by the majority of students. If one is to travel abroad or work in a global company, 
English was seen as needed in order to obtain those goals. A few students rejected this language 
ideology and saw it as catering to the majority, isolating them and their experiences since they 
had no interest in the language, demonstrating the first factor of language ideologies. Emphasis 
was placed on peers who were successful without English, allowing these students to reject this 
ideology with proof. 
 Through this chapter it can be seen that policy needs to account for the life experiences of 
the students. Students’ backgrounds, expectations and future projections show that the current 
policy used by the English program is not meeting the needs of most students. The fact that 
teachers feel bound to a strict curriculum and that they teach to the test has influenced how 
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students view the language, limiting their learning potential. This can be seen from the opening 
scenario presented where students felt pressured to use contractions and thus constantly afraid to 
use the language since it was being taught in such a structured manner. There are some 
exceptions to this, as always, but looking towards curriculum reform based on teachers’ and 
students’ opinions may be the initial step towards improving this program. That said, making 
English a requirement may not be the only option in efforts towards equity; therefore, all 
students and their stories should be taken into consideration so that there is a realization that 
there are a variety of ways that one can be successful, which may not always include learning 
English. Acknowledging students’ future aspirations as well as providing English to students 
who truly want to learn it may increase the number of students who leave the institute actually 
speaking the language.  
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CHAPTER 7. A NEW VISION TOWARDS POLICY MAKING: UTILIZING TEACHER 
AND STUDENT INPUT 
 The focus of this dissertation was to understand how social actors understand English 
language policy in the current global and neoliberal context. Through this ethnography, my goal 
was to look at how this phenomenon was occurring in a specific location in order to understand 
the larger social issue. In the case of my study, I looked at how teachers and students made sense 
of English and English language policy at a technical-professional school in Chile to understand 
their viewpoints and the type of discourses they used to index language ideologies. I also 
engaged in critical discourse analysis in order to acknowledge how public discourses about 
English were being disseminated by the media and Santiago Institute, so I could see where ideas 
developed in the public sphere. Having these multiple sources of data is a strong point of 
ethnography so that I was able to understand the role of English language policy from multiple 
perspectives in a specific context at a specific moment in time. 
That said, ethnography and critical discourse analysis are not without their limitations. 
Ethnography has been criticized because it concentrates on fewer locations and smaller 
populations, which can be seen in my study. The locations I was assigned to were highly 
influential over the type of students with whom I came in contact. Both Manuel Montt and San 
Joaquín were sites that housed majors where English would be advantageous for students to learn 
due to the careers they were aiming for. In addition, my participants principally came from the 
age range of 20 – 25 due to the fact that they attended morning or afternoon classes, which in 
turn gave them more time to sit down and speak with me. As a result, the points of views that I 
presented tended to come from a younger generation who studied under PIAP, giving them more 
familiarity with the language and the discourses surrounding it due to the fact that it was 
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mandatory class for most of them since the 5th grade. Had I been placed in a site with more 
technical students who were studying majors like construction or accounting or been able to have 
more contact with evening students, the experiences and perceptions I received could have been 
vastly different.  
Critical discourse analysis has also been criticized due to its approach and overall goals. 
Some scholars claim that CDA is interpretation, not analysis (Widdowson, 1995, 1998), that it 
ignores real readers, listeners and viewers (Widdowson, 1995, 1998), and that it is too ambitious 
in its quest for social change (Hammersley, 1996; Widdowson, 1998). Defenders of CDA have 
addressed these issues and in response to the first criticism, the analytical steps that were 
described in Chapter 2 are the toolkit for the researcher, which represents a controlled and 
systematic exercise that can be repeated by other scholars (Machin & Mayr, 2012). Although 
minor aspects of the analysis may be different, the overall conclusion should be the same when 
rigorously using CDA. In regard to the second criticism, CDA scholars have acknowledged this 
downfall and suggest that CDA be used in addition to other methods, such as ethnography or 
photo elicitation, so that the voice and perceptions of non-scholars are heard (Chouliaraki & 
Fairclough, 1999), which this study does. Lastly, in response to the final criticism, CDA scholars 
attest that all research has a theoretical lens that is used and as long as the lens is revealed, that 
research is a valid form of investigation, but not without limitation (Machin & Mayr, 2012). 
Despite these critiques, I opted to continue to do ethnography and CDA because I see them as 
tools that allowed me to still obtain multiple perspectives as well as analyze discourses using 
lenses that coordinated with my theoretical framework. 
However, when looking at these limitations, it is necessary to point out where future 
studies can further this investigation. First of all, a more intensive multi-site study could be done 
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in order to capture the multiple perspectives of students studying a variety of majors, rather than 
have the experiences of participants from only a few majors. In addition, a longitudinal study 
would be beneficial for English language policy so we can continue to understand the process of 
policy creation and implementation and the tensions that arise. This study demonstrates the 
initial efforts of Santiago Institute as the administrator was trying to improve the English 
program, so it would be helpful to see where the program currently is and if teachers’ 
methodology and students’ opinions have changed based on what was being implemented in 
2013 as well as by the suggestions that were given to the director after this study was completed.  
Despite the limitations explained above, this study holds great significance for 
policymakers, administrators and teachers who are attempting to create and implement English 
language policy in this global era. Through this study, I was able to illustrate how public 
discourses spread by the media are influential on how language policy is created, which in turn 
reinforce certain language ideologies, establishing common sense ideas about the role of English 
in Chilean society. As such, these discourses are then redistributed to students through the 
implementation of the language policy and those students in turn reinterpret those discourses in 
relation to their experiences and projections, demonstrating how they understand the role of 
English in their lives.  
This journey began in Chapter 4 where I critically analyzed how English was being 
presented by the media. This study demonstrated, that when it came to public discourses given 
by the media and Santiago Institute’s website, the rational-functionalist perspective was most 
often utilized. The arguments that were given for the need to learn English were centered around 
the fact that the language is now a commodity and a way to succeed in this future. Through these 
discourses, these sources showed neoliberal ideals, by making the social actor responsible for his 
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or her future. The discourses usually pointed to programs and ways that one could improve his or 
her English, but they ignored the structural factors that impede people from actually being able to 
achieve the goal presented. This, however, is not shocking due to the neoliberal history that Chile 
has and the fact that individualism is now a common sense concept in the country. These 
neoliberal ideals pour over into education policy, which was seen in Chapter 5. 
 When examining the English policy at Santiago Institute and realizing how it is 
established, this study demonstrated that the actual English department has little power when it 
comes to establishing what classes will be taught in the curriculum. Rather, the needs of the 
market were given priority, which call for a standards and test-based curriculum that fits into the 
parameters of what is needed in the global workplace. As such, the program director had to 
negotiate what he was being told to do with what he believed to be best practices in English 
pedagogy, resulting in an English language policy that was at odds with itself. Teachers then had 
to interpret that policy and implement it so that students were learning in a way to pass their 
exams, but also in way so that they could practice the language in a communicative way. The 
negotiation between these two elements of the policy proved difficult for teachers, so many 
opted to teach to the test, which met the immediate needs of their students, but did not encourage 
language learning.  
 These findings bring up issues of power in English language policy making. One issue of 
power presented itself with the role of the English program director and his involvement in the 
policy decision process. Although Alonso has experience in English language teaching, he is not 
given full power to utilize his experience and ideas; but rather, he is given a curriculum that is 
determined by the directors of the majors, who have no formal training in language pedagogy. 
As such, they use exams and standards that are employed in the job market in Chile, not 
  247 
understanding that these tools do not encourage language learning in a productive manner. 
Alonso tries to remedy this by requiring that teachers engage in a communicative way of 
teaching, but the disconnection between the standards, the assessments and the teaching 
approach prove impossible for teachers to negotiate. This disconnection leads to frustration on 
the part of the teachers, but they hold that frustration within, because many of them do not feel 
they have the power or the right to express their experiences or ideas to the director, causing 
students to receive sub-par instruction. As such, social reproduction occurs due to the fact that 
students continue to receive poor language instruction at Santiago Institute, yet they are required 
to pass a high-stakes exam that does not truly test language ability, rather their knowledge of 
how to take that exam. 
The issue brought to light here is of great importance to policymakers. It shows that a 
forum is needed so that there is collaboration between policymakers, administrators and teachers 
so that the tensions that arise when trying to implement policy can become apparent. By using 
the experiences and knowledge of English administrators and teachers, policymakers will be 
obtaining an inside view to how English classrooms work as well as understand that language 
learning goals are not always set up in the same way as in other curricular areas. This forum 
should also be open to student feedback since they are the target audience of policy. The needs of 
the market must take a backseat in this process and priority must be given to the needs of the 
students and how they perceive they will use the language in their futures. By creating a forum 
that is accessible to all parties involved in the policy process (e.g., those who make the policy, 
those who implement it and those who are taught by it), it will allow for the empowerment of the 
voices that are often not seen in policy development, teachers and students, because it enables 
their voices to be heard (Friedrich, 2003). By doing this, policy then becomes a horizontal 
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process rather than a top down process, which permits students to become motivated to learn and 
it can actually result in a true equitable program (Friedman, 2003; Friedrich, 2003). Currently, 
English language policy is being made according to neoliberal ideals, which naturally excludes 
the majority of students; however, by listening to the voices of students and teachers, more 
inclusive language programs can be developed.  
Students expressed this idea above when they described their experiences with English in 
Chapter 6. Although none of them suggested a forum outright, they talked about the necessity for 
schools to understand where they were coming from and their needs for English in the future. As 
such, many students described their experiences with English in elementary and high school as 
the defining spaces where they established their ideas about the language. Teachers and schools 
were seen as the agents that caused a person to have distinct experiences with the language and 
many students said that their English classes in elementary and high school affected their current 
knowledge and attitude towards English and suggested that change needs to start with education 
reform at those levels. As mentioned above, most of these students are products of PIAP, so their 
critique demonstrates that the initiative is not functioning as planned for the majority of students. 
When talking about their Santiago Institute courses, opinions again varied depending on 
the teacher or the major one had. Some students felt the program was rigorous and would give 
them the skills they needed, while others were looking for a more communicative way of 
learning and they did not feel Santiago Institute accounted for their needs. This was often 
dependent on a participant’s teacher, circumstances or future goals, where mainstream discourses 
were utilized, altered and rejected.    
Nonetheless, the majority of the students felt they would use English at one point in their 
lives, whether that be for travel or for work, but there was an understanding that perfect English 
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was not needed for those goals. This idea was not seen in the public discourses, demonstrating 
the students’ complex manner of understanding the role of English in this global era, which is 
reflective Kachru’s (1992) ideas of the language. A small minority of students felt that they 
would never use English in the future and thus believed that their mandatory classes were 
wasting their time and money, which illustrated an act of cultural production. 
The implications of Chapter 6 demonstrate a need for English language policy reform at 
all levels of schooling and amending the curricular goals of programs, which are important for 
policymakers, administrators and teachers to consider. To begin with, current English language 
policy has been put into place by PIAP as a way to make schools more equitable, yet the fact that 
students have access to English does not erase the structural inequality that is inherent in the 
Chilean school system. There are steps that need to take place before a sweeping policy can be 
implemented and resources and prepared teachers should be available for all schools, otherwise, 
students are set up to fail and they are blamed for not taking advantage of the resource that is 
being provided for them by the Ministry of Education, even though that resource does not look 
the same in every school. This same idea can be imposed on Santiago Institute’s efforts to make 
English a mandatory course. Not all students have aspirations to be a part of the global market 
and therefore see their English class as a hindrance, which can actually keep them behind in their 
studies. Rather than seeing these students as people who are socially reproducing their lack of 
English knowledge and therefore their social class, they must be seen as people who are 
culturally producing the reality that makes sense to them. The definition of success varies for 
many students, so when thinking about mandatory policies, these realities need to be 
acknowledged (Xiaoqiong & Xianxing, 2011) so that students have an option to choose classes 
based on their experiences and future prospects. 
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Another key issue that was brought up in Chapter 6 is the need to amend the curricular 
goals of the English program. Due to the current English policy at Santiago Institute, students are 
being required to learn linguistic competence over communicative competence, which does not 
match their expectations. These students understand that the use of English occurs on different 
scales (Blommaert, 2003), and that the majority of them do not have the need to speak the 
language with native-like proficiency. As such, it must be recognized that the perfect English 
grammar that is measured by high-stakes exams is not what should be promoted at Santiago 
Institute, but rather communicative competence, which would allow students who learn English 
as a foreign language to communicate in work or social situations. Most of these students will be 
interacting with people who speak English in what Kachru (1992) calls the Expanding Circle, 
meaning that they will mostly be interacting with other non-native speakers, where the ability to 
express one’s needs is valued over one’s grammar ability (Xiaoqiong & Xianxing, 2011). 
Therefore, current materials and assessments being used by the English program should be 
modified so that they reflect students’ abilities to communicate, not memorize grammar rules. 
The importance of the native-speaking teacher also needs to be reevaluated since students are 
looking to learn English for communicative purpose outside of native English-speaking countries 
(Cha & Ham, 2011; Seidlhofer 2004). Due to these reasons, we must reconceptualize English 
when we are making policy so that it is “tied to a particular purpose” (Seargeant, 2008, p. 223) 
that meets the needs of the citizens learning the language, since those needs may differ 
depending on where one is located. It is important for policymakers, administrator and teachers 
to begin to think about English teaching through this lens, so that the policy that is created 
appeals to the practical needs of students and where communication is stressed over the grammar 
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aspects of the language (Mansfield & Poppi, 2012; Olivo, 2003; Park & Wee, 2011), not just in 
theory, but also in practice. 
In addition to these findings, it is important to note the contributions that this study has 
made to the literature on language ideologies and English language policy in a neoliberal and 
global era. In regard to language ideologies, it was apparent that dominant discourses were 
spread by the media, policy and teachers, but students were creative in how they interpreted 
those discourses and reproduced, recreated or reject the language ideologies that these sources 
indexed according to how they made meaning of the world.  
English as a necessity for a successful future was a language ideology that was 
distributed by public discourses and students often referred to it when they talked about how they 
saw English linked to their futures. This language ideology stems from neoliberal ideals and 
practices, which use discourses to encourage language learning as a way to personal success and 
thus national development (Cha & Ham, 2011; Urciuoli, 1996). As such, due to the neoliberal 
context, social actors are given a variety of programs and opportunities to learn English, but it is 
up to those actors to take advantage of them to improve their future and in turn Chile’s stance in 
the global market (Clarke, 2004; Fraser, 2003; Ong, 2006).  
For most students, this language ideology was of great importance to them in light of 
their future aspirations, but there were elements of the discourses that they rejected. Many 
students when talking about their experiences with English did not buy into the neoliberal 
discourse that suggests there is are a variety of options to learn English. Instead, they talked 
about the limited options students have since one’s knowledge was based on if one attended a 
private, charter or public school during elementary or high school. In addition, students did not 
see themselves as the actors who made the choice to learn English, but rather saw policy as the 
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mandate that required them to do so. Therefore, while most students considered English as an 
important tool for their future, they did not believe they were given the real opportunity to 
actually learn the language because they acknowledge the social barriers that exist within their 
neoliberal context. 
As such, many students, like the media, indexed English as a privilege as a principle 
language ideology. Although the discourses of choice and individualism are rampant in Chile, 
students and many articles in the media acknowledge the immense gap between affluent students 
and working class students in regard to language learning. The scholarships, institutes and on-
line course options that were presented in the media were not seen as possibilities to many 
students. Without the degree-requirements, money or time, most students could not exercise their 
choice in one of the options presented because they are out of their reach. This idea of privilege 
also became more salient to me as I worked in the private sector while doing this study. My 
students from the private sectors worked for multinational companies where they were being 
asked to learn English quickly, so they demanded high quality teachers and resources, which 
were options that their pocketbooks could afford. In contrast, Santiago Institute students had to 
make do with what was being offered to them by the institute since they did not have the buying 
power to go elsewhere, demonstrating that their choice was limited. However, Santiago Institute 
students recognized this flaw in the neoliberal idea of choice and called for reforms within the 
school system and at Santiago Institute, because those were the only real options they have when 
it comes to language learning. This is an important factor to acknowledge because it indicates 
that students are aware of the limitations of neoliberal discourses and that they can see beyond 
them, indicating that the power of these discourses may be fading in Chile, which is due partly 
because these students grew up in a post-dictatorship era, but also because they have been 
  253 
exposed to protests that have been occurring since 2006, demonstrating that the call for equity is 
now becoming a common sense idea among youth in Chile. 
In addition to the language ideologies above, the ideal English teacher and true English 
were also important ideas brought up in this study. The idea that the native speaker is generally 
thought of as the ideal English teacher due to the fact that he or she speaks true English is an 
idea embedded in society. These ideas were conveyed in the media, by students and seen in 
classroom pronunciation exercises. While a few students rejected this idea, most students 
reproduced this language ideology when they made comment about native speakers being better 
teachers because of their teaching methodology and expertise in the language. Therefore, this 
language ideology is being perpetuated in Chile, which maintains the tensions between Chilean 
teachers and their native English-speaking counterparts. The idea of the ideal English teacher is 
tied to true English since most students claim that native speakers are better teachers due to their 
ability to speak perfect English. This statement, however, was in contrast with the type of 
English that students wanted to learn. As they spoke about the role they believed English would 
play in their lives, most mentioned that perfect English would not be needed, illustrating a 
paradox in how they understand these language ideologies. On the one hand they framed native 
English teachers as experts due to their innate knowledge of the language, but on the other hand 
they claimed that they do not need to speak English like a native speaker, illustrating that many 
times social actors understand language ideologies in a way that is contradicting. This is 
important to pay attention to because while students reinforced the ideal English teacher 
language ideology due to the fact that these teachers speak true English, they rejected the idea of 
having to speak true English in their own lives, demonstrating the multilayers that exist within 
language ideologies. 
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In addition the contributions made to how we understand language ideologies in relation 
to the role of English, the methodology of this study also added to the literature in policy studies. 
The ethnographic methods I utilized are unique to a study looking at the role of English in 
relation to policy and practice and they have revealed a current disconnection between the latter 
two aspects in a concrete manner. This study goes beyond test scores and delves into the 
classroom experiences and testimonies of the people who are actually involved in the policy 
process, demonstrating a more in-depth look at where the problems occur when attempting to put 
policy into practice. Statistics have already demonstrated the drastic language learning gap 
between students who come from low-income families and those who come from high-income 
families, but this study goes beyond those statistics to pinpoint policy and teacher practices that 
are contributing to this issue so that they can be addressed by the people involved in the policy 
process.  
In conclusion, this study reveals that there needs to be a way to bridge the disconnection 
between policy and practice. The language ideologies discussed above were indexed by 
discourses used by public media and social actors and these language ideologies influence 
policy, which in turn reaffirms or rejects those ideas. Most students reinterpreted these by 
showing they had accepted some of the ideas presented, but also contributed their own ideas 
based on their experiences. As such, it is clear that we need to start reconceptualizing how policy 
is made in relation to the English language by understanding the multiple experiences of 
students, revising curricular goals and listening to the voices of teachers and students.  
The findings of this ethnography were based on perspectives from administrators, 
teachers and students in a neoliberal context, but they can nonetheless be extrapolated to the 
larger global phenomenon. English continues to spread as the global language and therefore it is 
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important for language policy academics to take these ideas into consideration when thinking 
about the role of English in the current neoliberal and global era. Language policy is tied to 
power via the economic needs of the market and therefore access to the language is being denied 
to a large majority of populations in non-English speaking countries. Neoliberalism has created 
an idea that English is a privilege and while students are becoming cognizant of the flaws of 
neoliberal discourses, mainstream society is still highly influenced by them. As such, steps need 
to be taken to combat the consequences of neoliberal discourses and if the suggestions given 
above are taken, more equitable and meaningful programs can be established for students based 
on their specific, local needs. Not all students are interested in English and they should not be 
forced to take the language if it has no meaning for their futures or a more flexible way of 
teaching the language should be considered. As such, communicative competency should be 
promoted over linguistic competency, which means that native-speaking teachers are not needed 
nor expensive resources, just a space where people can experiment with and use the language. 
Finally, students and teachers need to become a part of the policy process. By doing this, they 
can become empowered and it can spark a different, new kind of language learning that is 
disconnected from the power of the market and placed into the hands of the learners.  
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Alonso Chávez  
English Director 
Late 40s 
Cuba 
Started out as a teacher at Santiago Institute and has 
been the director since 2010. 
Renata Ureta   
Site Coordinator 
Has a Masters in Educational Psychology and is also an 
English - Spanish Simultaneous Interpreter and 
Translator, who graduated from Escuela Americana de 
Traductores e Intérpretes. 
Omar López  
Teacher 
32 years old 
La Cisterna 
Has worked at Santiago Institute for over 5 years. 
Studied English Pedagogy in Universidad Católica in 
Chile. 
Elizabeth Ferguson 
Teacher Intern 
22 years old 
Colorado 
Has a degree in Spanish and communications from 
Southern Oregon University. Has some teaching 
experience as a tutor in college. 
Antonella Romero  
Site Coordinator 
Masters in English Linguistics from Universidad de 
Chile. 
Ximena Flores 
Teacher 
Early 40s 
Providencia 
Has worked  at Santiago Institute for over 11 years as an 
English teacher. Studied English Pedagogy in  Germany. 
Matilde Locke 
Teacher Intern 
22 years old 
Arkansas 
Has a degree in Spanish and a minor in interdisciplinary 
studies and English from University of Arkansas. No 
previous teaching experience. 
APPENDIX A: PARTICIPANT CHARTS 
 
Administrators and Teachers 
 
Manuel Montt San Joaquín 
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Students 
 
Professional Degree in 
Agronomy 
(Manuel Montt) 
Professional Degree in 
Mechanics and 
Autotronics 
(San Joaquín) 
Technical Degree in 
Radiology and 
Radiothearpy 
(San Joaquin) 
Professional Degree in 
Tourism and Hotel 
Administration 
(Manuel Montt) 
Professional Degree in 
Computer Science 
(Manuel Montt) 
Andrés Cortes 
Focus Student 
• 23 years old 
• Rancagua 
• Hates English 
class, but loves 
English. 
Alex 
In fieldnotes in 
classroom 
Alexis 
In fieldnotes in 
classroom 
Camilo Ortiz  
Focus Student 
• 25 years old 
• La Serena 
• Only student to 
try to speak 
English with me 
in interviews. 
Gael Fiebelkorn  
Focus Student 
• 21 years old 
• Villarrica 
• Can read and 
write English 
very well, but 
has trouble 
speaking and 
understanding 
it due to how 
he learned it in 
school. 
Diego 
In fieldnotes in classroom 
Fernando 
In fieldnotes in 
classroom 
Camila 
In fieldnotes in 
classroom 
Carla Saavedra  
Focus Student 
• 24 years old 
• Downtown 
Santiago 
• Was part of the 
Intensive 
English Cohort, 
but switched 
because it was 
too hard. 
Paulo Vasquez  
Focus Student 
• 25 years old 
• Talagante 
• Works at 
Movistar and 
thinks English 
might help him 
with clients 
that do not 
speak Spanish. 
Ignacio 
In fieldnotes in classroom 
Rafael 
In fieldnotes in 
classroom 
Carlos 
In fieldnotes in 
classroom 
Carola 
In fieldnotes in classroom 
 
Irene Rivas  
Focus Student 
• 23 years old 
• Quinta Normal 
• Enjoys English 
and the games 
that the teacher 
uses to teach it. 
 Charlot 
In fieldnotes in tutoring 
session 
Fernanda Fuentes   
Focus Student 
• 23 years old 
• Maipú 
• Does not think 
she will use 
English in the 
future due to her 
current job. 
 
Juan Carlos 
In fieldnotes in classroom 
 Jorge 
In fieldnotes in 
classroom 
Gloriana 
In fieldnotes in classroom 
 
Marco 
In fieldnotes in classroom 
 Marta 
In fieldnotes in 
classroom 
Javiera 
In fieldnotes in classroom 
 
Rodrigo 
In fieldnotes in classroom 
 Raquel 
In fieldnotes in tutoring 
session 
Linda 
In fieldnotes in classroom 
 
Will Carreño  
Focus Student 
• 23 years old 
• Puente Alto 
• Enjoys his 
English class 
and hopes to 
obtain an 
internship that 
allows him to 
work in the 
US. 
  Marcelo 
In fieldnotes in classroom 
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APPENDIX B: SAMPLE INTERVIEW QUESTIONS 
Students 
1.  What do you expect from the English program at Santiago Institute? 
2.  What were the primary reasons for choosing to study at Santiago Institute? 
3.  How many years of English did you take in elementary and high school? 
4.  Tell me about your previous experiences with English? 
5.  How do you feel your previous English classes prepared you for your current classes? 
6.  Why do you think English is a required course?  
7.  How do you think you will use English in your future career? 
8.  Are you currently working while in school? If so, where do you work?  
9.  What do you do on your free time?  
10. What career are you currently studying in school?  
11. What is your opinion about what you are studying?  
12. What kind of courses are you taking?  
13.  Tell me about a time where you used English in order to communicate outside of class. 
14. If you could change anything about the English program, what would it be? 
Teachers 
1. Where are you from? 
2. Where did you study? What was your major? 
3. Why did you choose to come teach English in Chile? (TIPS) 
4. What did you expect teaching English at Santiago Institute would be like? 
5. How have your expectations been met? 
6. How have your expectations not been met? 
  278 
7. Why do you think English is a required course for technical-professional students? 
8. How do you think students will use English in their future careers? 
9. What are some of the things you like about the English program? 
10. If you could change anything about the English program at Santiago Institute, what would 
you change? 
11. What kind of careers are you teaching? 
12. What is your opinion of the students you teach? 
13. Tell me about the differences between the students you teach. 
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APPENDIX C: PRIOR ENGLISH KNOWLEDGE SURVEY 
Instructions: Please read the questions carefully and circle the answer(s) that correspond to your 
experience and/or opinion. Feel free to skip any question(s) that you do not feel comfortable 
answering 
 
1.  What is your age?   
17-21  22-30  31-40  41-50  51-60  61+  
2.  What is your sex? 
Male  Female 
3.  What social standing do you identify with? 
Working Class Lower-middle Class  Middle Class  Upper Class 
4.  What is your father’s highest level of education? 
Some elementary  Elementary   Some High School   
Technical Degree  Professional Degree  High School  
Bachelor’s Degree   Master’s Degree  Doctorate 
5.  What is your mother’s highest level of education? 
Some elementary  Elementary   Some High School   
Technical Degree  Professional Degree  High School  
Bachelor’s Degree   Master’s Degree  Doctorate 
6.  Do you have siblings? If so, how many and indicate the number in the line provided. 
______ brother(s)  _____ sister(s) 
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7.  Does anyone in your family speak English? If so, please circle whom? 
Yes  No  Father          Mother    _____Brother(s) _____Sister(s) 
7a) If you have a family member(s) who speak(s) English, do you consider them  
 bilingual?  Yes   No 
8.  Who do you currently live with? 
Parents  Alone   With friends  Other__________________ 
9.  In which grade levels did you take English? Circle all that apply. 
PreK-2nd       3rd-5th      6th-8th         9th – 10th                 11th – 12th   
10.  What was your main reason for choosing to study at Santiago Institute? 
Price  Quality Scholarships  Majors  English Accreditation 
11. Do you think you will be able to communicate in English after your courses at Santiago 
Institute? 
Yes  No  I don’t know 
Please agree or disagree with the following statements. 
12.  Learning English is important for my future career. 
Strongly Disagree Disagree Neutral Agree  Strongly Agree 
 
13.  Only people who study English at private institutes are able to speak it well. 
 Strongly Disagree Disagree Neutral Agree  Strongly Agree 
 
14.  English is a language for the rich.  
Strongly Disagree Disagree Neutral Agree  Strongly Agree 
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15.  I plan to work in an international company where English will be necessary. 
Strongly Disagree Disagree Neutral Agree  Strongly Agree 
 
16.  Learning English is a waste of my time. 
Strongly Disagree Disagree Neutral Agree  Strongly Agree 
 
17.  People from lower classes have no need for English. 
Strongly Disagree Disagree Neutral Agree  Strongly Agree 
 
18.  Learning English will help me earn more money in my future. 
Strongly Disagree Disagree Neutral Agree  Strongly Agree 
 
19.  Learning technical English is more important than learning conversational English. 
Strongly Disagree Disagree Neutral Agree  Strongly Agree 
 
20.  English is the new global language, so if you want to be successful, you must learn it. 
Strongly Disagree Disagree Neutral Agree  Strongly Agree 
 
21.  Please list your 3 favorite television shows. 
 
22.  Please list your 3 favorite songs, along with their artists. 
 
23.  Please list 3 of your favorite movies. 
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APPENDIX D: CHART DEMONSTRATING RELATIONSHIP BETWEEN RESEARCH 
QUESTIONS, DATA COLLECTION PROCEDURES AND DATA ANALYSIS 
PROCEDURES 
Research Questions Data Sources Methods of Analysis 
1) How is English portrayed to 
students on a daily basis? 
- Newspaper Articles 
- TV advertisements 
- Santiago Institute Website 
- Santiago Institute English 
Policy 
- Administrator 
- Teachers/TIPs 
- American English File 
(Student Book) 
- Fieldnotes from participant 
observation 
- Interviews/focus groups 
 
- Critical Discourse Analysis 
(CDA) 
- Inductive analysis, code, 
separate themes 
- Use Excel to make content 
cards to better see where 
themes overlap 
1a) How is English 
represented in the media, 
in advertisements, and by 
Santiago Institute? 
- Newspaper Articles 
- TV advertisements 
- Santiago Institute Website 
- Santiago Institute English 
Policy 
- Administrator 
 
- Critical Discourse Analysis 
(CDA) 
- Inductive analysis, code, 
separate themes 
- Use Excel to make content 
cards to better see where 
themes overlap 
 
2) What is the interplay 
between policy and practice at 
Santiago Institute? 
 
- Santiago Institute Website 
- Santiago Institute English 
Policy 
- Administrator 
- Fieldnotes from classroom 
observations 
- Interviews with teachers 
 
- Critical Discourse Analysis 
(CDA) 
- Inductive analysis, code, 
separate themes 
- Use Excel to make content 
cards to better see where 
themes overlap 
- Transcription of all 
classroom observations 
- Transcription of all 
interviews 
- Inductive analysis, code, 
separate themes of interviews 
- Use Excel to make content 
cards to better see where 
themes overlap 
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Research Questions Data Sources Methods of Analysis 
2a) How are English 
classrooms presented by 
Santiago Institute as an 
institution? (policy) 
 
- Santiago Institute Website 
- Santiago Institute English 
Policy 
- Administrator 
- Critical Discourse Analysis 
(CDA) 
- Inductive analysis, code, 
separate themes of interviews 
- Use Excel to make content 
cards to better see where 
themes overlap 
2b) How is policy 
understood by teachers in 
their daily practices? 
(practice) 
 
- Fieldnotes from classroom 
observations 
- Interviews with teachers 
 
- Transcription of all 
classroom observations 
- Transcription of all 
interviews 
- Inductive analysis, code, 
separate themes 
- Use Excel to make content 
cards to better see where 
themes overlap 
2c) How do teachers 
make sense of the 
contradictions of these 
representations (policy as 
a discourse) and their 
experiences in English 
classes (policy as a 
practice)? 
 
3) How do students construct 
their beliefs about English? 
 
- Fieldnotes from classroom 
observations 
- Fieldnotes from tutoring 
sessions 
- Interviews with students 
- Survey 
- Transcription of all 
classroom observations 
- Transcription of all 
interviews 
- Inductive analysis, code, 
separate themes 
- Use Excel to make content 
cards to better see where 
themes overlap 
- Data enter surveys into Excel 
- Calculate the average of the 
numbers entered 
3a) What are students’ 
experiences in relation to 
learning English? 
 
3b) How are discourses 
about English used to 
reproduce, rearticulate 
and/or contest language 
ideologies by students? 
 
3c) How do students 
perceive English in 
relation to their future 
aspirations? 
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APPENDIX E: FINAL RESULTS OF SURVEY 
1. What is your age? 
 17-21 38% 
 22-30 58% 
 31-40 3% 
 Not Answered 1% 
2. What is your sex? 
 Male 49% 
 Female 33% 
 Not Answered 18% 
3. What social standing do you identify with? 
 Working class 9% 
 Middle Class 75% 
 Upper Middle Class 13% 
 Not Answered 3% 
4.  What is your father’s highest level of education? 
 Some elementary 3.5% 
 Elementary 2.5% 
 Some High School 13% 
 High School 32% 
 Techincal Degree 10% 
 Professional Degree 16% 
 Bachelor’s Degree 18% 
 Master’s Degree 2.5% 
 Doctorate 0% 
 Not Answered 2.5% 
5.  What is your mother’s highest level of education? 
 Some elementary 3% 
 Elementary 4% 
 Some High School 10% 
 High School 43% 
 Techincal Degree 11% 
 Professional Degree 15% 
 Bachelor’s Degree 11% 
 Master’s Degree 0% 
 Doctorate 0% 
 Not Answered 3% 
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6. Do you have siblings? If so, how many? 
 0 9% 
 1 30% 
 2 34% 
 3 14% 
 4 6% 
 5 3% 
 6 3% 
 Not Answered 1% 
7. Does anyone in your family speak English? 
 Yes 32% 
 No 67% 
 Not Answered 1% 
If so, who? 
 Father 23% 
 Mother 16% 
 Sibling 19% 
 Multiple family members 31% 
 Not Answered 11% 
7a. If you have a family member(s) who speak(s) English, do you consider them bilingual? 
 Yes 81% 
 No 8% 
 Not Answered 11% 
8. Who do you currently live with? 
 Alone 8% 
 Parents 65% 
 Friends 8% 
 Other 15% 
 Not Answered 4% 
9. In which grade levels did you take English? 
 PreK – 2nd  1% 
 3rd – 5th  4% 
 6th – 8th  2% 
 9th – 10th  2% 
 11th – 12th  9% 
 3rd – 8th  1% 
 6th – 10th  3% 
 6th – 12th   32% 
 9th – 12th   8% 
 3rd – 12th 22% 
 PreK – 12th   15% 
 Not Answered 1% 
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10. What was your main reason for choosing Santiago Institute? 
 Accreditation 15% 
 Quality 23% 
 Majors 41% 
 Price 3% 
 Scholarships 2% 
 Accreditation and Quality 5% 
 Quality and Majors 3% 
 Accreditation, Quality and Majors 3% 
 Majors and English 1% 
 Accreditation, Quality, Majors, English 1% 
 Not Answered 3% 
11.  Do you think you will be able to communicate in English after your courses at Santiago 
Institute? 
 Yes 44% 
 No 13% 
 Don’t Know 40% 
 Not Answered 3% 
12.  Learning English is important for my future career. 
 Strongly Agree 78% 
 Agree 3% 
 Neutral 11% 
 Disagree 0% 
 Strongly Disagree 8% 
13.  Only people who study English at private institutes are able to speak it well. 
 Strongly Agree 2.5% 
 Agree 2.5% 
 Neutral 23% 
 Disagree 47% 
 Strongly Disagree 25% 
14.  English is a language for the rich.  
 Strongly Agree 1% 
 Agree 2% 
 Neutral 14% 
 Disagree 37% 
 Strongly Disagree 46% 
15.  I plan to work in an international company where English will be necessary. 
 Strongly Agree 33% 
 Agree 29% 
 Neutral 30% 
 Disagree 4% 
 Strongly Disagree 1% 
 Not Answered 3% 
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16.  Learning English is a waste of my time. 
 Strongly Agree 1% 
 Agree 1% 
 Neutral 3% 
 Disagree 18% 
 Strongly Disagree 77% 
17.  People from lower classes have no need for English. 
 Strongly Agree 0% 
 Agree 2% 
 Neutral 6% 
 Disagree 29% 
 Strongly Disagree 63% 
18.  Learning English will help me earn more money in my future. 
 Strongly Agree 57% 
 Agree 23% 
 Neutral 10% 
 Disagree 4% 
 Strongly Disagree 6% 
19.  Learning technical English is more important than learning conversational English. 
 Strongly Agree 3% 
 Agree 6% 
 Neutral 44% 
 Disagree 29% 
 Strongly Disagree 15% 
 Not Answered 3% 
20.  English is the new global language, so if you want to be successful, you must learn it. 
 Strongly Agree 53% 
 Agree 25% 
 Neutral 13% 
 Disagree 5% 
 Strongly Disagree 4% 
21.  Top television shows listed were: 
 The Walking Dead 17% 
 The Simpsons 15% 
 Dr. House 9% 
 Game of Thrones 9% 
 Pawn Stars 9% 
22.  Top songs listed were: 
 Black (Pearl Jam) 3% 
 Creep (Radiohead) 3% 
 Diamonds (Rihanna) 3% 
 One Love (Bob Marley) 3% 
 She Wolf (Shakira) 3% 
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23.  Top movies listed were: 
 Lord of the Rings 14% 
 Fast and the Furious 10% 
 Harry Potter 6% 
 PS: I Love You 6% 
Participant Majors were: 
 Technical Degree in Hotel Administration 34% 
 Professional Degree in Foreign Trade 13% 
 Professional Degree in Logistics Management 2% 
 Professional Degree in Marketing 14% 
 Professional Degree in Human Resources Administration 3% 
 Professional Degree in Environmental Engineering 6% 
 Professional Degree in Infrastructure and Technology Platforms 14% 
 Professional Degree in Agrology 14% 
English Class Level at Santiago Institute  
 Basic 1 or 2 47% 
 Intermediate 1 or 2 39% 
 Advanced 1 or 2 11% 
 Not Answered 3% 
 
 
 
 
 
 
